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ABSTRACT 
 
This study seeks to report on the investigation into the need to use code switching as one of 
the language teaching strategies in the teaching and learning of Afrikaans as Additional 
Language in the FET band, in predominantly Xhosa-speaking environments in the Eastern 
Cape.  
 
The study was conducted in twelve secondary schools of the Transkei where Afrikaans is 
taught as an additional language.  
 
The sample of the study comprised the educators, the learners and the school managers of 
the twelve researched schools.  
 
The research was a case study of the selected schools. The participants were studied in their 
own environment and the data was collected by means of both the interviews and structured 
questionnaires. 
 
South Africa is a multilingual and multicultural country. This state of affairs calls for a serious 
re-evaluation of the existing teaching methodologies. 
 
Children acquire language skills in and outside the classroom in two different ways in 
multilingual societies. While children acquire proficiency in languages outside the classroom in 
a natural way, in the classroom they are constrained by rigid purist rules that compel them to 
learn languages in artificial ways.  This manner of language acquisition in the predominantly 
Xhosa-speaking environments of the Eastern Cape, often goes hand in hand with code 
switching from source language to target language and vice versa. These children can be 
described as compound informal bilinguals (polyglots) as far as the indigenous languages are 
concerned since they acquire the indigenous languages from early childhood in natural 
settings. In the context of formal acquisition of European languages and Afrikaans in schools, 
they can be categorised as coordinate bilinguals. 
 
 
The linguistic disparities between classroom and natural acquisition practices were revealed in 
this investigation. In the classroom, code switching has two contradictory sides. On one hand 
code switching provides the teacher with ease of expression, confidence and satisfaction that 
the learners understand the lesson. Notwithstanding the dynamic attributes of code switching 
in the classroom, the learners are faced with the dilemma of having to avoid code switching 
as much as possible in the examinations since there is no room for code switching in the 
examinations. 
 
This investigation showed that despite the fact that non-mother tongue teaching is supposed 
to take place through the medium of the target language, both the teachers and the learners 
admitted that they code switch during Afrikaans classes and they perceive code switching as 
the best way to facilitate understanding.  
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The findings of this study revealed that code switching was a natural and inevitable strategy 
in teaching an additional language. However, it also surfaced that some teachers resorted to 
using code switching because of their own lack of proficiency in the target language. 
 
   Informed by the above findings, the study recommended that code switching be considered    
as one of the strategies to be used in the teaching and learning of Afrikaans as additional 
language. It was also recommended that learners be credited if they used code switching in 
the examinations since all respondents admitted that code switching was every-day practice 
in the classroom. This, however is to be done with extreme caution and with the sole purpose 
of assisting the learners achieve full mastery of the target language at the end of their 
learning career. Since this kind of exercise needs highly-skilled personnel, it was 
recommended that practising teachers be retrained and resource materials be expanded to all 
schools that offer Afrikaans as additional language. 
 
  Although the arguments presented in this investigation do not reject the reality of the 
impeding effect code switching might have on the learning of an additional language, the 
study maintains that for purposes of mutual understanding, code switching is an enabling 
factor that impacts positively on the teaching-learning situation. 
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                                                                 CHAPTER 1 
  
CONTEXT OF THE RESEARCH 
  
 1.1  Introduction 
 
This chapter presents a layout of the investigation that seeks to establish whether code 
switching and code mixing between English, Xhosa and Afrikaans can be used as a 
teaching strategy in the teaching and learning of Afrikaans as an additional language. 
The chapter, which charts the context of the research study, does not only review the 
extant literature that provides a theoretical underpinning for the study, but also 
describes the different steps that constitute the scientific research process. 
 
The chapter is divided into eleven sections which are:  
(1) Introduction; (2) Background to the Study (which is subdivided into Language 
in Education Policy; National Education Policy Investigation, South African Schools 
Act, the Pan South African Language Board’s Position for the Development of 
Languages,  Language in Education Policy Document and The Position of Code 
Switching and Code Mixing In Relation to the above Language Policies); (3) 
Statement of the Problem; (4) Introducing the Claim; (5) Problematising the 
Research Construct; (6) Background to the Research Problem; (7) Rationale of 
the Study; (8) Significance of The Study; (9) The Aim of the Study; (10) 
Operational Terms; and (11) Conclusion. 
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1.2  Background to the Study 
 
This section provides the contextual and theoretical backdrop that locates the study 
within the current and relevant debates that inform the study. Code switching has, in 
all walks of life, been traditionally regarded as linguistic transgression and a 
manifestation of a poor command of language.  Code switching  and code mixing (to 
be referred to as CS and CM respectively) are, however, fast becoming critical 
factors in the teaching and learning of additional languages in multilingual and 
multicultural schools worldwide. 
 
South Africa, which has more than 26 big languages (i.e. languages with 100,000 or 
more home language speakers), and 11 official languages (Pedi, Sotho, Tswana, 
Swati, Venda, Tsonga, Afrikaans, English, Ndebele, Xhosa and Zulu), is a multilingual 
country. Consequently the influence of CS and CM on formal and informal societal 
communication situations stretches far and wide, across all levels of narrative 
intercourse. The Eastern Cape with its five official languages (Xhosa, English, 
Afrikaans, Sotho and Zulu) faces daily influences of CS and CM in macro- as well as 
micro-diaglossic situations, especially in African language speaking communities, 
where English-Xhosa CS is a common phenomenon. Mati (2003, p. 1) observes this 
phenomenon occurring on a larger scale when he claims: 
 
To a considerable extent African language speakers experience reality as it has been  
conceptualised in English. The conceptual web that English weaves around African 
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language speakers leads to large-scale lexical influence. Code switching (CS), 
especially code mixing 
(CM), attests to particularly close integration of some English lexis into African 
languages (including Afrikaans). 
 
In the light of this assertion, which is supported by related studies (see for example 
Mhlauli, 2002, p. 2), it becomes evident that CS is an inevitable linguistic web that 
impacts on all South African languages. CS and CM are not only a generally accepted 
phenomenon in everyday communication, but also feature quite prominently in the 
education sector. In this study the interaction between English, Xhosa and Afrikaans 
in the teaching of Afrikaans as non-mother tongue is the subject of the investigation. 
Given that in the every day life of multilingual communities, juxtaposing between 
languages that are in daily contact is common practice, a question arises as to the 
possibility of maintaining a purist stance in teaching. 
 
The different regions of the Eastern Cape are more or less a microcosm of similar 
nationwide CS-CM manifestations. In this context, English plays a significant role. 
Since 1795, and especially since 1806 (with the first and second British colonisation 
of the Cape) English became an increasingly important medium of communication in 
South Africa. Similarly, English began to play a progressively more significant role in 
the political, socio-economic and educational spheres of both Europeans and Africans. 
Since English became the dominant medium of communication and social discourse, 
even in the education sector, learners began to experience exposure to English for 
twelve years before their admission to tertiary institutions. It is this state of affairs 
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that places English at an advantaged position whenever CS manifests itself in the 
classroom situation. 
   
Not only is English an official language in South Africa, but, according to Alexander 
(2005, p. 4), it is also the dominant language in the corporate world. Because the 
language of power provides equal opportunities in the labour market, everyone 
wants to learn it. Although English has the seventh largest number of home 
language-speakers in South Africa and the third largest in the Eastern Cape: Xhosa 
─ 4.6 million, Afrikaans ─ 778,000, English ─ 225,00  (Coetser, 1994, p. 117), it can 
be regarded as the lingua franca in the metropolitan areas and economic growth 
areas where speakers of different languages communicate with each other in 
English. It is, therefore, no surprise that English features quite dominantly in CS and 
CM contexts of the demarcated area of this study.  
 
The teaching of Afrikaans as an additional language, especially to Xhosa learners in 
the different regions of the Eastern Cape, forces interaction between the three 
languages under discussion in such a way that the efficacy of the practical 
classroom application of CS-CM strategies has become a centre of serious academic 
debate and the focus of the study.  
 
Before engaging in a scholarly debate about CS in the didactic situation, it would be 
appropriate to first check the position of South African language policies regarding 
language development. The following discussion on language policies addresses this 
notion: 
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1.2.1 Language in Education Policy 
            Paragraph 1 of this policy contains the following paradigm upon which the 
policy operates:  
1. In terms of the new Constitution of the Republic of South Africa, the government, and thus the Department of 
Education, recognises that our cultural diversity is a valuable national asset and hence is tasked, among other things, 
to promote multilingualism, the development of the official languages, and respect for all languages used in the 
country, including South African Sign Language and the languages referred to in the South African Constitution. 
 
2. The inherited language-in-education policy in South Africa has been fraught with tensions, contradictions and 
sensitivities, and underpinned by racial and linguistic discrimination. A number of these discriminatory policies has 
affected either the access of the learners to the education system or their success within it. 
 
 
3. The new language-in-education policy is conceived of as an integral and necessary aspect of the new government’s 
strategy of building a non-racial nation in South Africa. It is meant to facilitate communication across the barriers of 
colour, language and religion, while at the same time creating an environment in which respect for languages other 
than one’s own would be encouraged. 
 
4. This approach is in line with the fact that both societal and individual multilingualism are particularistic ethnic the 
global norm today, especially on the African continent. As such, it assumes that the learning of more than one 
language should be general practice and principle in our society. That is to say, being multilingual should be a defining 
characteristic of being South African. It is constructed also to counter any chauvinism or separatism through mutual 
understanding. 
 
 
5. A wide spectrum of opinions exists as to the locally viable approaches towards multilingual education, ranging from 
arguments in favour of the cognitive benefits and cost-effectiveness of teaching through one medium (home 
language) and learning additional language(s) as subjects, to those drawing on comparative international experience 
demonstrating that, under appropriate conditions, most learners benefit cognitively and emotionally from the type of 
structured bilingual education found in dual-medium (also known as two way immersion) programmes. Whichever 
route is followed, the underlying principle is to maintain home language(s) while providing access to and the effective 
acquisition of additional language(s). Hence, the Department’s position that an additive approach to bilingualism is to 
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be seen as the normal orientation of our language-in-education policy. With regard to the delivery system, policy will 
progressively be guided by the results of comparative research, both locally and internationally. 
 
6. The right to choose the language of learning and teaching is vested in the individual. This right has, however, to be 
exercised within the overall framework of the obligation on the education system to promote multilingualism.          
 
 
The first item of the above paradigm confirms that the South African government 
sees cultural diversity as a national asset. This implies that it does not encourage 
cultural assimilation, but clamours for, among other aspects, the promotion of 
multilingualism and the development of the official languages.  
  
Though the main focus of this study is not multilingualism per se, its interest in 
contributing to the extension of the teaching-learning strategies in Afrikaans 
Additional Language by way of CS in a multilingual setting, makes it part of the 
multilingual debate in the education set-up.   
 
Also, the third item spells out the need to facilitate intercultural communication in which 
there is mutual respect for all languages. This stance then seeks to reduce racial and 
linguistic prejudice which more often than not has placed other South African languages 
in an inferior position, resulting in CS being regarded as language pollution rather than a 
means to facilitate communication and language learning. 
   
Several linguists and educationists point out that language is one of the fundamental 
tools of education.  Besides being a medium of communication, language facilitates the 
transfer of cultural values and learning (Gough, 1996, pp. 29-30; Kieswetter 1995, p. 2; 
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Alexander, 1990, p. 195). The medium of communication and instruction at all levels of 
education therefore poses a challenge to educators. This challenge emanates from the 
need for educators to ensure that language skills are applied effectively and efficiently in 
order to maximise learners’ acquisition of knowledge since learning of an additional 
language is emphasised globally (see paragraph 4 in the above Language in Education 
Policy paradigm). The question demanding attention here is how flexible cross-linguistic 
and inter-linguistic borders should apply when educators embark on the teaching of a 
new language. The resulting operational climate created by language policies is, 
however, intended to enhance the holistic use of language as is evident from the 
initiatives discussed below. 
 
1.2.2  Language Policies for Medium of Instruction 
 
One of the areas directly affected by language policies is the sphere of education. 
Learners’ ability to adapt to life after school depends not only on their effective 
acquisition of the appropriate languages needed for pursuing successful careers, but 
also on their language proficiency skills in the relevant languages that could enable 
them to communicate within linguistic diverse communities. The duty of the language 
policies, therefore, is to encompass all areas of language acquisition, use and benefits 
not only for the learners but for the nation as a whole.  
 
The Language Policies for Medium of Instruction Document (1992, p. 5) provides the 
relevant questions needed to address the above concerns. It highlights some 
important issues that need serious consideration in implementing the country’s 
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language policies. The need to address the policy implementation flaws is intended to 
prevent a situation in which language policy documents become mere white 
elephants. The document challenges researchers and educators to interrogate, 
among others, the following crucial questions:  
 
 
  Will the policy make some kinds of learning easier or more difficult now? 
  Will it make some kinds of learning easier or more difficult later? 
 Will it make it easier or more difficult for children to get employed later? 
 Will the language policy preserve the present forms of power? Or will it challenge 
the existing structure of power and privilege, where people who do not speak English 
or Afrikaans, seldom fill positions of power in the country? 
 Will it contribute to the obligation to learn other languages?  
 
The above questions call for consideration of the effect of rural versus urban divide 
regarding the availability or non-availability of teaching resources, power dynamics 
and exposure to Afrikaans. Owing to the fact that urban areas have more educational 
resources than rural communities, learners in urban areas are more advantaged in 
the teaching  and learning context than in rural areas (Probyn, et al 2002,  p. 42).  
 
This discrepancy manifests itself in attitudes towards Afrikaans, learners’ 
performances as well as in methodologies implemented in the classroom in order to 
cater for the different scenarios. The role of English and the mother-tongue (mostly 
Xhosa) in the teaching of Afrikaans is an important indicator to take into account 
when the applicability of language policy documents is assessed. Though rural 
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learners may not be proficient in English, their limited knowledge of English can be 
used to interpret certain difficult Afrikaans words when the teacher does not know 
the learner’s mother tongue. The adoption of this humane attitude enhances the 
teacher’s ability to manoeuvre around three languages (Xhosa, English and Afrikaans) 
in order to assist the Afrikaans Additional Language learner to master the intended 
language skills.  However, modes of switching between languages in the additional 
language class are not outlined in this document. This study seeks to contribute in 
that regard. The importance of language policies and their role in creating an 
enabling environment for teaching and learning languages are spelled out in the 
South African Schools Act, which is the next focus of this study.                                                                                                                  
 
1.2.3  South African Schools Act 
 
The role of languages in South African education is outlined in the landmark act of 
parliament passed in 1996; this defines the national objectives for language 
education. The South African Schools Act (Act No. 84 of 1996) states that the 
governing body of a public school may determine the language policy of the school, 
subject to the South African Constitution, the Act itself, and any applicable provincial 
laws. The Act provides guidelines for the implementation of this right and empowers 
the governance structures, called School Governing Bodies, to structure the language 
policy of each school. It further stipulates that there should be no racial 
discrimination practised in implementing policy determined under this section. 
 
The South African Schools Act, therefore, allows for the co-existence of different 
languages in one pedagogic environment, and in so doing, acknowledges the 
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possibility of language contact and influence.  One of such consequences would be a 
natural revert to CS and CM whenever trans-linguistic communication takes place. 
When Afrikaans is taught in an environment where English is the major medium of 
instruction and Xhosa is the home language, the above scenario becomes a pertinent  
reality of which the educator should be aware. The main focus of this study, 
therefore, is to establish the feasibility of engaging CS (which involves the fusion of 
home language with the language that serves as the medium of instruction) in the 
teaching and learning of Afrikaans as an additional language in the Transkei region of 
the Eastern Cape. 
 
The importance of the innovative application of the South African languages in 
enhancing knowledge production is underpinned by Section 6(2) of the Constitution. 
This section emphasises the need for the country’s languages to work together to 
build a common sense of nationhood that is consistent with the values of 
“democracy, social justice and fundamental rights”. This statement suggests that the 
Constitution makes allowance for innovative and creative modes of acquiring  
additional language skills and catering for communication across prescriptive 
language rule restrictions. 
 
1.2.4 PANSALB’s Position on the Creation of Conditions for the Development 
of  Languages 
  
One of the major responsibilities of PANSALB is to promote and create a positive 
environment for multilingualism for all South African languages. It is also tasked to 
facilitate a receptive environment for the promotion of multilingualism. The creation 
of an enabling environment to nourish and sustain multilingualism entails creating a 
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change of mindset for people who prize monolingualism at the expense of indigenous 
languages ─ people who perceive other languages as a problem rather  
than a resource. Whilst not withdrawing its attention from an emphasis on promotion 
of multilingualism, it also offers advice to the government language policy planners 
for the advancement of the status and use of official languages. This goes hand in 
hand with the Board’s intention to promote interlinguistic skills and development. 
 
Though not explicit, the arguments presented in this document for a need to 
introduce new strategies for enhancing communication and development of both 
official and other South African languages, it could be implied that CS and CM are 
among such interlinguistic strategies. 
 
Secondly, PANSALB also advocates for a reassessment of the overestimated use and 
reliance upon English as a lingua franca because the majority of South Africans use 
Zulu as lingua franca. Only the minority middle class use English as their lingua 
franca. The implication of this is that communication from government can only reach 
a minority of the people.  Thirdly, this Board seeks to initiate development strategies, 
which maximise interlinguistic communicative skills. In this instance, space could be 
created for CS to enhance the acquisition of such interlinguistic skills since CS means 
switching between two or more languages.  
 
1.2.5  Language in Education Policy Document 
 
This subsection, which is structured around the Language in Education Policy 
Document (LiEP), elaborates upon the importance of language in education, social 
peaceful coexistence of languages and allocates language duties to various 
stakeholders. The two above-mentioned documents (South African Schools Act and 
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the PANSALB Document) are well supported by the Language in Education Policy 
document (LiEP), which stresses multilingualism as an extension of cultural diversity 
and an integral part of building a non-racial South Africa. This document is not only 
structured around the underlying principle of retaining the learner’s home language 
for learning and teaching, but is also aimed at encouraging learners to acquire 
additional languages. The LiEP deals with such matters as language(s) of learning 
and teaching in public schools, school curricula and the language-related duties of 
provincial Departments of Education and the role to be played by school governing 
bodies in determining the language policy of schools.  Nowhere, however, is attention 
paid to CS and CM that feature prominently in the learning process, which involves 
learners’ acquisition of additional languages. 
 
1.2.6 The Position of Code Switching and Code Mixing in Relation to the 
above Language Policies  
 
The acceptance of CS and CM is still problematic as it is not explicitly catered for in 
any language teaching and learning methodology.  Probyn et al (2002, p. 33) found 
that despite the good intentions of the LiEP with regard to language policy in schools, 
very few schools do have language policies. This ignorance of schools about language 
policies could lead to the maintenance of monolingual approaches to language 
teaching.   
 
The question which comes to the fore in this discourse is: How should CS and CM be 
perceived in the light of the above-mentioned documents?  Traditionally, the 
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structuralistic approach to language teaching and learning demanded strict adherence 
to the conventional grammatical rules of the language(s) involved.  In this context 
Tonkin (2004, p. 1) sounds the following warning concerning the rigidity of language 
teaching: 
 
    Foreign language teachers, for their part, teach standard forms of language that may 
be far removed from the experience of many native speakers.  They give little 
attention to non-standard forms.  They may be right to do so, since their goal is to 
equip their students to succeed in an elite environment; but emphasis on standard 
forms may make it more difficult for their students to perceive the sheer diversity of 
linguistic expression and its function in the target society. In fact, their students may 
not fully understand what language is, and how it functions in society generally. 
 
The above citation alerts language practitioners to the tendency of foreign language 
teachers to subject their learners/students to learning rigid grammatical rules – a 
traditional approach to foreign language teaching/learning that impacts negatively 
upon learner acquisition of foreign languages. Tonkin (2004, p. 1) further observes 
that languages are not contained in textbooks, but in the minds and on the lips of 
living people, and change constantly in response to the pressures and demands of 
their social contexts. The above view re-invokes the modern socio-linguistic thinking 
that argues that language is more of a social tool than a structural entity. In a 
metropolitan environment like Gauteng for instance, the first workplace initiation 
process the incoming migratory mine workers pass through is to be taught Fanakalo 
by the mine companies so that they can communicate with their fellow miners from 
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other countries. This pidgin (originally based on Zulu, English and Afrikaans) is a 
conglomeration of all the languages present in the mines and it is easy to learn its 
code-mixed forms. Its main objective is to facilitate communication among the 
workers and assist them to understand instructions given by the supervisors, and 
safety and first aid officials. This Fanakalo serves as a springboard for the newcomers 
to learn the dominant Gauteng languages like Sotho and Tswana. This situation is not 
far removed from the use of CS in social and educational contexts within wide-spread 
communities all over the world.  
 
CS and CM have been with humankind since the first moments of language contact 
between speakers of different languages (Gumperz, 1982, p. 64).  Although it is 
scorned by language “purists” as "linguistic pollution" (Kamwangamalu, 1989, p. 
326), others regard it as a necessary and valuable communicative resource that 
enables people to successfully cope with multilingual situations (Ramsey-Brijball, 
1999, p. 169). 
 
In the majority of schools in the Eastern Cape, English, for many years, enjoyed the 
status of being the medium of instruction.  There are, however, a substantial number 
of Afrikaans medium schools in this province.  The medium of instruction in schools 
situated in Xhosa communities (especially in high schools) is mostly English 
(Rousseau, 2001, p. 9).  Cross-linguistic influences are, according to Young (1997, p. 
53), inevitable where the language of communication and language of instruction in 
schools are different.  One can, therefore, accept that in schools for children from 
Xhosa communities, cross-linguistic differences and similarities of all kinds are quite 
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noticeable.  One of the inevitable by-products of such a multilingual situation is CS 
and CM. 
 
The frequency of use of South African languages, other than Xhosa, in schools for 
children from Xhosa communities is almost non-existent, except when they are 
utilized as vernacular (Rousseau, 2001, p. 15). Afrikaans, which is often appropriated 
and infused into Xhosa by Xhosa-speaking school children, is a good example of this 
development.  The evidence of the historical origins of this phenomenon is provided 
by Peires (1981).  
 
When the east-moving Afrikaans speakers and west-moving Xhosa speakers met for 
the first time in the vicinity of the Fish river in 1702 (Peires, 1981, p. 37), these two 
language groups lived together in the Eastern Cape for almost a hundred years, with 
minor influences of a few other languages (Coetser, 1996, p. 2).  The arrival of the 
British settlers in 1820 in Algoa Bay switched this situation around. English started to 
increase its influence to such an extent that, although the number of home language 
speakers remained relatively limited, English became a major medium of 
communication in the metropolitan areas and economically developed regions of the 
Eastern Cape.  In most of the rural areas of the Eastern Cape (Transkei excluded), 
Afrikaans, however, remained a major language of communication (Coetser, 1994, p. 
112).  Children from Xhosa communities in the rural areas (Transkei excluded) are, 
therefore, exposed to Afrikaans in the streets on an almost daily basis, but generally 
not in schools. These children, who speak mainly Xhosa at home, are taught mainly 
in English at school and communicate in Afrikaans in other spheres of life. It is, 
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therefore, valid to conclude that the language experiences of children from Xhosa 
communities in the rural areas of the Eastern Cape (Transkei excluded) are different 
from the language experiences of children from Xhosa communities in the 
metropolitan areas, and the Transkei, where the exposure to Afrikaans is relatively 
limited. The language experiences of children with English as mother tongue at 
homes in metropolitan and rural areas might differ substantially from the language 
experiences of children with Xhosa as home language in metropolitan and rural areas. 
The cross-linguistic influence in all these cases might show gradual or major 
differences and/or similarities. 
 
 
Gough (1996, p. 2) mentions the same phenomenon when he focuses his attention 
on analyzing cross-linguistic differences and similarities, as well as cross-linguistic 
influences for both theoretical and pedagogical purposes. From a pedagogical point of 
view, he claims that it is imperative to recognize that mixing languages is an 
educational resource. However, he cautions that if the other languages are used to fill 
in the teacher’s gaps, then this is a cause for concern. Furthermore, he presents the 
notion of “formative” versus “supportive” mediums. He suggests that the formative 
medium should be the medium through which fundamental concepts in a subject are 
constantly developed, and the supportive medium should be used for supportive and 
clarifying purposes with the learners in mind (Gough, 1996, p. 16). His view is that 
scholars and educators need to face cross-linguistic influences as a linguistic reality, 
especially as far as their effects on language teaching and learning are concerned. 
The main question interrogated here is whether or not code switching and code 
mixing can feature as one of the teaching methodologies in the teaching of Afrikaans 
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as an additional language to the learners of different language experiences, as shown 
above. 
 
In short, one may, in the light of the above observations, conclude that in the South 
African multilingual context, language is currently in a state of transition. This 
transition involves languages moving from the era of language superiority complex 
(for advantaged languages) and inferiority complex (for the disadvantaged 
languages) to the state of mutual respect, recognition and equity and in this 
transition, CS and CM are a perpetual reality. One wonders, therefore, how CS and 
CM could be totally excluded in the teaching-learning situation. The dilemma 
discussed above takes us to the statement of the problem. 
 
 
 
 
1.3  Statement  of the Problem 
 
The impact of CS and CM on learners’ acquisition of language has never been 
fundamentally and systematically determined. The main problem here is that in a 
real-life situation the learners code switch, but in the classroom their CS is relative, 
i.e. they are barred from CS by the purist language policies, especially when they are 
assessed.  
 
In the language education classrooms, difficulties and frustrations have been and are 
still being experienced in teaching Afrikaans as an additional language. The problem 
lies with getting the learners to speak “suiwer Afrikaans”. This implies that, in the 
classroom, educators are not allowed to include a word or sentence from another 
language other than the one being taught or the one that is a medium of instruction.  
This makes Afrikaans classes tense and the pupils speak in an artificial manner as 
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compared with the spontaneous way they communicate with each other outside the 
class, where they freely mix the languages they understand. The main issue that this 
study seeks to explore is how CS can be used as a teaching/learning strategy in the 
teaching of Afrikaans as an additional language. 
 
Having observed Afrikaans teaching either as first or second additional language in 
the classroom, I am aware of the frustration experienced by both educators and 
learners when well-designed teaching aids, gestures and facial expressions exploited 
in delivering lessons fail to yield the preconceived results due to a lack of mutually- 
understood verbal tools. Sometimes the language classroom situations demand the 
use of CS or CM strategy to enhance learner understanding of language skills and the 
teacher wants to use a CS/CM tool, but he/she is hindered by the fact that the 
assessment of learners does not make allowance for trans-linguistic coding.  
In the marking centres there is only room for monolingual codification. If candidates 
use CS in the examinations, they get penalized even if their answers represent a full 
understanding of the examined syllabi. Owing to the proscription of CS in Afrikaans 
teaching and assessment/examinations, correct answers (presented in a code 
switched manner) are not awarded any marks; this is a purist prescription that leads 
to a large number of failures, as stated above. 
 
In the light of the above problem, it is evident that something needs to be done to 
update or improve the already-existing methods of teaching Afrikaans as an 
additional language in certain parts of the Eastern Cape. 
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 In order to provide a response to this research problem, I conducted the study to 
respond to the following questions: 
 
The main research question:   
How can CS be used as a teaching-learning strategy in the teaching of Afrikaans as 
an additional language?  
The sub-questions that go with the main question: 
a) Are CS and CM avoidable in the teaching of Afrikaans as an additional language?  
b) What role does exposure to Afrikaans play in the teaching and learning of Afrikaans 
as an  additional language in the demarcated areas? 
 c)  How can CS have a place in Afrikaans Additional Language teaching and 
examinations? 
 
1.4  Introducing the Claim 
 
In view of the multilingual nature of South African society, it is difficult to think of a 
pure language. At home, on the playground, at school, at church, at work etc., the 
language that is used in the majority of cases is a mixture of two or more languages 
(Calteaux, 1992, p. 121). Language teaching and learning operates within a context. 
A communicative language acquisition environment is, therefore, a reflection and 
extension of the world of communication. The teachers themselves, who are products 
of a multilingual society, are faced with a task of speaking "pure language" or the 
language of the elite and also monitoring the students to do the same. This situation 
might have an inhibitory effect on the flow of languages in class. Myers-Scotton 
(1979, p. 71) concurs with this opinion when she states: "When many members of a 
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society can speak more than one language, switching between two or more 
languages in the same conversation is a common phenomenon." Fishman's emphasis 
on the role-relations between interlocutors (Fishman, 1976, p. 191), which is an 
extension of J.L. Austin's theory on language acts, argues for the inevitability of CS in 
a multilingual setting: 
 
If role-relations such as cleric-cleric, cleric-practitioner, buyer-seller, employee-
employer etc., are accepted as means of participating in a speech event, then 
learner-educator CS should be considered as a valid means of language acquisition 
and thus meaningful communication.  
 
The above quotation focuses on notions of CS that are grounded upon who says 
what, to whom, when, and what the relationship is between the interlocutors. This 
study explored deeper insights generated by the debate around the issue of CS in the 
classroom, which involve the teaching of Afrikaans as a non-mother tongue in the 
classroom in which English and Xhosa are also at play. 
 
 
 
1.5   Problematising the Research Construct 
           
In the preliminary study, meetings were conducted with the school managers of the 
relevant schools to discuss problems associated with the teaching of Afrikaans 
Additional Language. Qualitative interviews during the preliminary phase were 
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conducted by me on a one-to-one basis using a video recorder and the unstructured 
questionnaires. The duration of the qualitative interviews was about 30 minutes.  
 
Efforts were made to eliminate possible deviations. For example, whilst the initial 
intended medium of interviewing the educators was Afrikaans, the manner in which 
the first educators to be interviewed struggled with the language caused me to switch 
to English. The reason for switching to English was the fear of not soliciting reliable 
answers from respondents, because of possible gaps and misunderstanding that those 
responses might produce.  
 
This approach required qualitative interviewing of educators, learners and school 
managers, using the perspective of Babbie (2007, p. 305), who suggests that the 
qualitative interview involves going where the action is and watching and listening to 
what people say. To him “qualitative interviewing is flexible, iterative, and continuous, 
rather than prepared in advance and locked in stone”. This can be truly objective in the 
sense of doing justice to the object of study in that the object is accorded time to justify 
his/her response. In the interviews, respondents were allowed to discuss their problems 
around the teaching and learning of the relevant subject. In order to understand the 
problem better, educators were interviewed according to an unstructured research 
instrument in order for them to sensitize me about contentious issues around classroom 
communication processes, which I might be unaware of, or not adequately informed 
about. The information obtained this way was utilized to carefully address the research 
problem adequately in the structured questionnaire.  
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Another discovery in the preliminary study was the dominance of the English language  
in CS/CM. This was due to the fact that both learners and educators had had more 
exposure to English than Afrikaans in their learning careers and in their social  
environment. In some cases where they came into contact with Afrikaans, it was non-
standard or colloquial Afrikaans characterised by street language or Tsotsitaal. In the 
following citation Mati (2003, p. 8) clearly illustrates the learners’ early encounter with 
English which invariably leads to English dominance in classroom CS: 
 
        Learners are slowly and informally introduced to English from as early as grade 1 in 
some schools where there is a strong demand of English by the parents and by the 
school policy and from Grade 2 onwards where this demand is not that strong.  
  
The final research construct upon which this study was grounded was modelled and 
shaped by the outcome of the preliminary research. The preliminary study carried out 
in four schools situated in Mthatha and Port St Johns, whose participants were 
teachers who taught Afrikaans Additional Language to non-mother tongue speakers, 
provided the initial impetus for the study. During the preliminary study, the teacher 
participants were prompted to answer two key questions:  
 
    (i) "Do your students understand you easily when you teach them Afrikaans using 
Afrikaans only?"  
(ii) “Are the learners allowed to mix languages when assessed?” 
                 The learner participants were asked the following key questions: 
(i) “Do you speak Afrikaans only during Afrikaans lessons?” 
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(ii)  “Are you allowed to mix languages during assessment?” 
 
To both sets of questions the teachers and the learners unanimously affirmed that 
they mixed languages in the classroom and that the learners were not allowed to mix 
languages when assessed. 
 
The above responses did not only inform the problematisation of the research 
construct, but also illuminated the thrust of the study. The same questions and the 
teachers’ and the learners’ answers are outlined in the next section entitled 
Background to the research problem. The answers thus required a careful re-
analysis of the problem, and an appropriate adjustment to the approach to teaching 
Afrikaans as an additional language had to be reconstructed. 
 
1.6  Background to the Research Problem 
 
This section provides the contextual and theoretical backdrop that locates the 
study within the current and relevant debates that inform the study. CS has, in all 
walks of life, been traditionally regarded as linguistic transgression and a 
manifestation of a poor command of language (Lyons, 1968, p. 42; Langfield, 
1972, p. 38; Cromwell, 1974, p. 103).  Linguistic features such as different 
registers and styles received little recognition and attention or were never 
understood during the historical development of language education at tertiary 
educational institutions; this occurred during the pre-1960 period.  
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It was only with the rise of sociolinguistics as a discipline during the late sixties, 
seventies and eighties in South Africa that language scholars and academics 
started to realize the importance of the recognition of different registers and 
styles in language education and language acquisition and proficiency.   
 
The actual classroom application of the registers and styles in the school education 
has however been, and is stil,l plagued by difficulties and frustrations, particularly in 
the teaching of Afrikaans as an additional language because of the purist approach 
that is advocated by language policy. The problem emanates from this elitist policy 
that insists on learners learning and speaking only a pure variation of Afrikaans. 
Whilst this approach sounds good theoretically, its main problem is a lack of mutual 
understanding between the learner and the educator as was evidenced by the 
responses of the respondents during the preliminary study. Both the  educators’  
and the learners’ responses to the questions of the preliminary phase revealed that 
though the language policies on language teaching require a purist approach, it is 
virtually impossible not to code switch in a multilingual class.  
 
Another revelation was that in the examinations the learners were not allowed to 
mix languages. This implies that the inclusion of a word or sentence from any other 
language other than the language being taught (Afrikaans in this case), or the 
language that is a medium of instruction is not allowed in the classroom. The 
reluctance of learners to speak Afrikaans can possibly be attributed to this rigid 
approach to language teaching/learning. This state of affairs illustrated the depth of 
the problem that prevailed in the teaching of Afrikaans as an additional language. 
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As has been stated in the background to the study, a great deal of frustration has 
been, and is still experienced by the educators of Afrikaans Additional Language in 
the demarcated area of this study. Many of my colleagues and I had experienced 
frustration in our endeavour to teach Afrikaans to additional language learners. Many 
a time educators felt they were conducting monologues that triggered no 
learner/student response or participation at all. The students stared with disinterested 
and expressionless faces, unable to catch even a joke told in Afrikaans. But the dull 
near-lifeless expressions would disappear whenever the teacher switched to the 
home language of the learners and a ray of light would be seen on their faces. The 
lesson would gain life and the learners would begin to talk and share experiences 
with the class. This leads me to the rationale of the study.    
 
1.7 Rationale of the Study 
 
What triggered a desire to conduct this study was that in my experience of teaching 
Afrikaans as an additional language I observed the futility of using the existing 
methods of teaching this language in a context where Afrikaans was more of a 
foreign language than a second language. There was a need to address the  
unstimulating educational environment of Afrikaans Additional Language classrooms 
that inspired me to conduct this study. The most encouraging aspect of this 
endeavour is that South African language policies provide an enabling environment in 
regularising the use, teaching and learning of language in such a way that 
multilingualism is maintained and assimilation discouraged.  
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According to the stipulations of language teaching, a purist approach is the only 
accepted mode of language teaching. This, however, is in contrast to what is actually 
happening in the Afrikaans classroom. Because the learners struggle to understand the 
teacher, who only speaks Afrikaans, the teacher resorts to CS.  
 
The data provided by the preliminary study as epitomised by the responses to the 
questions motivated me to subject the phenomenon of CS and CM as didactic tools to 
a more stringent survey of relevant extant literature on the topic. CS and CM have 
been the subject of several studies, which have analysed the CS and CM from different 
critical approaches. The following aspects of CS have been dealt with extensively by 
the researchers cited below: (1) Code switching as countenance of language 
interference (Skiba, 1997); (2) Conversational code switching (Gxilishe, 1992); (3) 
Code switching among African high school pupils (Kieswetter, 1995); (4) the Matrix-
Language-Frame (Myers-Scotton, 1993b), (5) A comparison of the code switching 
behaviour and knowledge of adults and children (Hammink, 2000) and so on. It must 
be emphasised that the existing studies on the subject contain very little, if anything, 
on CS as a teaching-learning strategy for additional language learners. The rationale of 
this study, therefore, is to make a contribution to the existing body of knowledge in 
this field. 
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1.8 Significance of the Study  
The findings of this study might be useful for curriculum designers and material 
developers who prepare language material for Afrikaans Additional Language classrooms, 
and it might equip national and regional policy makers who design language policies for 
additional language schools by making them aware of the discrepancies that exist 
between language realities outside the classroom and what is expected to take place in 
the teaching of Afrikaans as an additional language.  This could enable them to design 
their language policies and language material in such a way that a relevant position for 
CS in the curriculum could be accounted for. It is also hoped that the findings of this 
research will not only prepare the additional language teachers to appreciate, and to face 
the challenges of teaching in a multilingual setting, but also be ready and willing to deal 
with the multicultural and multilingual learners with empathy and understanding. Finally, 
the findings of the study may address the negative attitudes of educational policy makers 
and study skills designers towards CS and CM: a change that could lead to language skills 
enhancement in the classroom, inclusivity and an accommodating attitude to the teaching 
of Afrikaans as an additional language.  
 
1.9   The Aim of the Study 
 
The aim of this study, which is twofold, is to: 
  Establish a firm theoretical foundation in favour of, or against, CS 
and CM as a means of teaching, assessing and acquiring an 
additional language successfully and, 
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  Develop a model that could be used successfully in transferring the 
mastery of the Afrikaans language to Afrikaans Additional 
Language learners. 
1.10 Operational Terms 
 
Learner: In this study the term “learner” refers to a child who is part of the formal 
schooling  
               system.  
Educator: An educator is a relevantly-qualified and duly-appointed person who is 
designated  
                 to teach learners in a formal schooling set up. 
School Manager: The school manager is a person who is charged with the  
responsibility of managing the school and overseeing all formal school activities. 
Traditionally, he or she is called the principal or headmaster of a school. 
Additional Language: Every extra or other language that a person learns, besides his 
or her home language, is called an additional language.  
High School/Senior Secondary School: It is a school to which learners progress 
after completion of primary or elementary education. It begins from Grade 
8(Standard 6) and continues to Grade 12 (Standard 10). 
Subject Advisor: A subject advisor is a subject specialist who is responsible for 
advising and retraining the serving educators. 
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1.11 Conclusion 
 
In its presentation of the context of research this study focused on the background to 
the study, language policies (Language in Education Policy, Language Policies for 
Medium of Instruction, South African Schools Act, Pan South African Language Board’s 
position on the Creation of Conditions for the Development of Languages and Language 
in Education Policy Document), Statement of the Problem, the Background to the 
Research Problem, the Rationale of the Study and the Aim of the Study.  
 
The background to the study highlighted the point that in a multilingual country like 
South Africa the languages that are in daily contact do have an influence on one 
another, and, as such, CS and CM are unavoidable. This evoked the notion that the 
problem involved discrepancies that existed between classroom practice and 
assessment. This state of affairs was confirmed by both the educators and the learners 
who stated that despite the purist policies regarding language teaching, they did in 
fact code switch. 
 
The chapter reveals that the study was prompted by my own experiences when 
teaching Afrikaans as an additional language; the purist approaches were more of a 
frustration than an aid in foreign language teaching since the learners found it very 
difficult to grasp the lessons if the educator communicated in Afrikaans only. 
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The study consequently sought to establish a firm theoretical framework either for or 
against the use of CS as a teaching strategy in teaching Afrikaans Additional Language.  
 
CHAPTER TWO 
CURRENT DEBATES AROUND CODE SWITCHING AND CODE 
MIXING, AND THE RELEVANCE THEREOF FOR LANGUAGE 
TEACHING AND LEARNING 
2.1  Introduction 
Chapter 2 is divided into five sections that are further divided into fifteen subsections. 
The chapter focuses on the current conflicting views on CS and CM and whether they 
constitute a relevant theoretical framework for language teaching and learning. The 
five sections are: (1) Introduction; (2) Lexical Determinants of Code Switching and 
Code Mixing (subdivided into Code Switching, Code Mixing and Code Switching versus 
Borrowing); (3) A Sociolinguistic Overview of the Code Switching and Code Mixing 
Environment (subdivided into Social Environment, Speech Accommodation Theory, 
Conversational Model and The “purists”); (4) Code Switching in the Teaching and 
Learning Contexts (subdivided into Language Acquisition in Bilingual Learners, 
Reasons for Additional Language Learning, Importance of Home Language Mastery 
as a Basis for Additional Language Acquisition, Selected Views on Bilingual Teaching 
and Use of Code Switching as a Teaching Tool, The Functions of Teachers’ Code 
Switching, Functions of Students’ Code Switching, A Critical Analysis of Code 
Switching in Language Classrooms and  Contribution of Code Switching to Language 
Development), and (5) Conclusion. 
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The purpose of this chapter is to examine the debates around CS and CM and to 
determine whether or not there is room for CS and CM in additional language 
teaching and learning. The preoccupation of the study, therefore, is aimed at 
establishing whether or not there are any language acquisition benefits in the 
practical application of CS and CM in the classroom, defining the context within which 
this should take place and the functions CS and CM should fulfil in the classroom. 
Hence, the three focal areas of the debates around CS and CM  highlighted in the 
chapter are: (1) The Lexical Determinants of the terms "Code Switching" (CS) and 
"Code Mixing" (CM); (2) A Sociolinguistic Overview of the Code Switching and Code 
Mixing Environment and (3) Code Switching and Code Mixing in the Teaching and 
Learning Context. 
 
2.2  Lexical Determinants of Code Switching and Code 
Mixing 
 
Over the last twenty years CS and CM have received attention worldwide, and because 
of the South African multilingual environment, this phenomenon has also been studied 
in South Africa. A large number of scholars have approached this concept from many 
angles: phonological, morphological, grammatical, lexical and orthographical 
perspectives (Berthold, et al 1997, p. 13). To unpack the conflicting debates and the 
complex notion of CS one has to be reminded of the words of Tonkin (2004, p. 8):  
  
The world language situation is highly kinetic: as languages interact, their relative 
strength changes, they borrow from one another, they gain or lose prestige. 
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Linguistically, languages develop because their speakers invent and borrow vocabulary 
from other languages; they develop new expressions, design mixed forms and switch 
to alternatives where necessary. CS and CM play an important role in this regard, and 
as a result no language is free from language contamination.  
 
Not all scholars have the same understanding of the terms CS and CM. Below are 
some of the views expressed by researchers on CS and CM. These views, which appear 
in a variety of media and academic literature, guide my thinking about this 
phenomenon, which occurs in diverse language contact situations. 
 
2.2.1  Code Switching (CS)  
 
The extant literature suggests that CS is a common feature in all multilingual 
communities. This view is confirmed by Sert (2005, p. 1), who asserts that CS is a 
widely-observed phenomenon, which is prevalent particularly in multilingual and 
multicultural communities.  This phenomenon is defined and described in different 
ways by different scholars as will be evident from the discussion below.  
 
Lehitse (1988, p. 22), Myers-Scotton (1993b, p. 4), and Numan and Carter (2001, p. 
275) describe CS as a phenomenon of switching from one language to another in the 
same discourse. Numan and Carter (2001) further claim that in the case of students, 
the languages between which alternation takes place, are the native language of the 
students concerned and the foreign language in which these students are expected to 
gain competence. The above view appears to be further illuminated by Myers-Scotton. 
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According to Myers-Scotton (1993b, p. 4), the Matrix Language (ML) is the main 
language and plays a more dominant role whilst the Embedded Language (EL) is any 
language participating in CS to a minimal degree. This concept will be dealt with 
extensively later on in the study.  
 
Berthold et al (1997, p. 2) explain CS interference as the transference of one language 
to another at various levels including phonological, grammatical, lexical and 
orthographical. They define phonological interference as items including foreign accent 
such as stress, rhyme, intonation and speech sounds from the first language, which 
influence the second language.  In grammar, interference is explained as the influence 
of the first language on the second in terms of word order, use of pronouns and 
determinants, tense and mood. At a lexical level, interference is seen as the act of 
borrowing of words from one language and converting them to sound more natural in 
another language, and orthographic interference includes how the spelling of one 
language alters another. They claim that CS occurs when speakers change from one 
language to another during the course of their conversation.  
 
Gumperz (1982, p. 59) points out that CS brings about the juxtaposition of passages of 
speech belonging to two different grammatical structures or systems within the same 
conversation or speech exchange. He then explains that the alternation often takes the 
form of two subsequent sentences. A good illustration of this feature is when a 
speaker uses a second language either to repeat his/her message, or to reply to 
someone else’s statement. Gumperz (1982) argues that linguistic manifestation is more 
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than just adding a word to the matrix language; it is rather a dynamic communication 
strategy.  
Crystal (1987, p. 137) views CS from a different angle. He suggests that CS, or 
“language switching” as he calls it, occurs when an individual who is bilingual, 
alternates between two languages during his/her speech with another bilingual 
person. He further points out that a person who is bilingual may be said to be one 
who is able to communicate to varying extents in a second language.  
This includes those who are not habitual users of a second language (those that are 
able to use a second language), but have not been functioning bilingually for some 
time (dormant bilingualism) or those who have considerable skill in a second 
language. This type of CS may take a number of forms, including alteration of 
sentences or phrases, from both languages succeeding each other and switching in a 
long narrative. This is in concord with what Kieswetter (1995, p. 25) says, namely 
that the term “code switching” is reserved for larger changes that go beyond lexical 
changes such as mixes, lexical and phrasal insertions and borrowings. He adds that 
CS occurs when the operational language changes, e.g.: 
 
“Hey, ndiyaboyika abantu balapha. Do you know what happened in Ngangelizwe 
last night?”   (Hey, I am afraid of people in this area …) 
This code switched sentence illustrates inter-sentential language switching which is   
prevalent in urban conversation. Steven (2004, p. 1) adds another dimension of CS in 
the following comment about CS: 
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It (CS) also occurs within a particular language. We use different forms of 
expression depending on the person we are speaking to and where we are 
speaking to that person. There are different degrees of formality in CS. 
 
To further explain this notion, he states that some people, whose first language is 
English, base their choice of how they are going to speak on the context within which 
they intend to speak. What is being highlighted in this case is the degree of formality 
or informality in a particular circumstance.  
Another point he makes about this aspect of CS is that people use this linguistic skill 
spontaneously without making a conscious decision about how to use CS in oral 
communication contexts. The use of CS by speakers, particularly in informal human 
interactions, happens spontaneously.  
 
2.2.2  Code Mixing (CM) 
 
The views of CS that have been outlined in subsection 2.2.1 above have been extended 
by several scholars. Appel and Muysken (1987, p. 117) and Heredia and Brown (2009, 
p. 2) remark that many outsiders see code mixing as a sign of linguistic decay or a 
strategy to compensate for diminished proficiency, and the unsystematic result of not 
knowing at least one of the languages involved very well. This negative evaluation of 
code mixing, however, has been contested by a variety of scholars, who see CM as well 
as CS as linguistic skills rather than a deficiency.  
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According to Kieswetter (1995, p. 22) code mixes contain morphemes from both 
languages within single words which have not been phonologically and morphologically 
integrated into the host language. Furthermore, Kieswetter observes that CM is the use 
of morphemes from more than one language variety within the same word e.g. “ama-
situations esi-oparat(a) kuwo a-different”.  Similarly, Bokamba (1988) defines CM as the 
linguistic process of embedding various linguistic units such as affixes, words, phrases 
and classes from two distinct grammatical systems within the same sentence and 
speech event that involves lexical and phrasal insertions. The views of Bokamba (1988) 
and Kieswetter (1995) suggest that code mixing could be described as intra-sentential 
switching.  
 
CM can be classified in five categories: (1) code mixing as code switching; (2) code 
mixing in sociolinguistics; (3) code mixing in language acquisition; (4) code mixing in 
Psychology and Psycholinguistics and (5) code mixing as fused lect.  Scholars tend to 
establish a distinction between CM and CS as follows: 
 
(1) Some linguists use the terms CM as CS interchangeably. They do not see any 
difference between the two. To them what matters is that both terms are used to refer 
to utterances that draw from two or more grammatical systems (Muysken, 2000). They 
see code mixing as encompassing both types of language behaviour i.e. CM and CS.  
 
(2) Those scholars that see CM from the sociolinguistic point of view, state that CS is 
associated with discourse functions, or group identity (Myers-Scotton 1993b). For these 
scholars, the term CM or language alteration is used to describe more stable 
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situations in which multiple languages are used. Another important feature of this type 
of switching is that it is intra-sentential. On the other hand there is the notion of “CM as 
fused lect” or language mixing which is also a relatively stable mixture of two or more 
languages. The difference between these two types of CM is that in “CM as fused lect” 
the words from both languages at play are spontaneously inserted without any 
grammatical influence (Auer 1999, p. 309), while in language alteration the inserted 
word has to conform to the grammatical structure of the host language. 
 
(3) In bilingual language acquisition CM refers to a developmental stage during which 
children mix elements of more than one language. Children’s bilingual code mixing at 
the developmental stage differs from CS because CS is inter-sentential and it operates 
at a higher level of language mixing. Some scholars, however, argue that this early 
development of CM in children is a sign of an embryonic ability of CM to manifest itself 
according to mainstream social norms. 
 
(4) Even in Psychology and Psycholinguistics, scholars have established the same 
distinction between CM and CS – a position that confirms the sociolinguistics literature 
outlined above.  Shridhar and Shridhar (1980, p. 407) define CM as “the transition from 
using linguistic units (words, phrase, clauses etc.) of one language to using those of 
another within a single sentence”. They see the same distinction between CM and CS as 
espoused by the sociolinguists, namely, that CM is intra-sentential while CS is inter-
sentential. Secondly, CM does not fulfil the pragmatic or discourse-oriented functions as 
is the case with CS.  
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O’Brien (2009, p. 1) points out that CM occurs between sentences. She explains that in 
the context of CM manifestation the speaker tends to finish a sentence in one language, 
but switches to another language for the following sentence. In the light of the above 
discussions, the study argues that O’Brien’s view on CM could be seen as endorsing the 
similarity between CM and CS.  
 
Calteaux (1992, p. 118) perceives CM as a facilitator of communication. She reports that 
as a member of a multilingual community one is forced to mix one’s language in order to 
be understood. She further notes that as soon as someone in the conversation does not 
speak the same language as the others, the participants are forced to change the way 
they speak in order to accommodate that person. This concept of accommodation in CM 
follows the same linguistic pattern displayed in the use of CS. 
 
It is clear from the discussion in this chapter so far that, in the literature, there is no 
consensus on the definitions and linguistic operations of CS and CM. Some researchers 
distinguish markedly between the two as clearly distinct phenomena (Kieswetter, 1995, 
pp. 23-24), while others use the terms interchangeably. Because the focus of this study 
centres around the usefulness of CS and CM in a pedagogical environment, the 
similarities and/or differences between CS and CM will not serve as direction indicators 
for the study. Therefore, CS will be the working term in the rest of the debate, and will 
accommodate all aspects of code mixing (CM) where applicable. Where circumstances 
necessitate a distinction, the study will highlight the difference. 
 
2.2.3  Code Switching versus Borrowing 
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Sometimes CS and borrowing are so closely linked that it is difficult to differentiate one 
from the other – a situation that tends to create confusion. It is important, therefore, to 
distinguish between the two before focusing on CS in the context of language 
acquisition. A commonly-accepted distinction aimed at rectifying this problem is 
provided by Bokamba (1988, p. 6). According to Bokamba, borrowing involves taking a 
single word or short, frozen idiomatic phrase or phrases from one language and 
incorporating it or them into another language. He further explains that the words in 
question are incorporated into the grammatical system of the borrowing language. They 
are treated as part of its morphological characteristics and enter into its syntactic 
structures, e.g.: Iifestile zale ndlu zinkulu. (The windows of this house are big; "ifestile" 
is borrowed from Afrikaans "venster".) He adds that CM tends to occur in the speech of 
bilinguals and multilinguals, while borrowing can occur in the speech of monolingual, 
bilingual and multilingual speakers. Hammink (2000, p. 7) expresses the same opinion 
when she says that borrowing is the use of a word from another language, which 
demonstrates morphological/phonological adaptation to the matrix language. This often 
represents the appropriation of a term that is not available in the matrix language. In 
concord with the above viewpoint is the adoption phenomenon espoused by some 
linguists. They prefer to use the term “adoption” to borrowing because the borrowed 
items rarely return to the donor language (Calteaux, 1992, p. 24). 
 
2.3 A Sociolinguistic Overview of the Code Switching and 
Code Mixing Environment 
This section outlines an overview of the social environmental contexts that characterise the 
development and the use of CS and CM. The section is divided into four subsections. These 
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are (1) Social Environment; (2) Speech Accommodation Theory; (3) Conversation Model 
and (4) The “Purists”.  
 
2.3.1  Social Environment 
 
The purpose of this subsection is to interrogate the theories and models that support and 
illuminate the social motivation for CS as a language acquisition tool. CS is connected to, 
and sometimes depicts, social-group membership in bilingual and multilingual 
communities. Some sociolinguists focus on describing the relationships between CS 
behaviours and class, ethnicity and other social positions.  
Commenting upon CS from a socio-linguistic point of view, Gal (1979) and Milroy (1987) 
suggest that CS occurs naturally and unobtrusively in such a way that it does not 
interfere with language acquisition. Instead of manifesting as interference to language 
learning it acts as a verbal mechanism for presenting an individual's social standing with 
regard to a particular conversational participant (Skiba 1997, p. 3). Gxilishe (1992, p. 23) 
defines CS as a communicative skill, which speakers use as a verbal strategy in the same 
way as skilful writers switch style, as for example in a short story. In line with this 
assertion is the claim of Adendorf (1993) and Kieswetter (1995) that CS is a valuable 
communicative strategy and an essential linguistic tool which may be used to cope with 
the demands of a multilingual society.  
 
A study by Calteaux (1992, p. 25) reveals that CS often occurs in situations in which the 
switchers recognize that: 
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The use of either of two languages has its value in terms of possible rewards and costs 
which accrue to the user. The switcher chooses a “middle road” to satisfy a particular 
conversational need. 
 
In her two studies, Myers-Scotton (1993a, 1993b) discusses social motivations and social 
functions of CS. She comes up with two models to explain the above functions of CS. These 
are (1) the Markedness Model and (2) the Matrix Language Frame Model.  
 
The Markedness Model is considered to be one of the theories which deals with all the 
attributes of CS motivations and is considered to be a complete theoretical 
conceptualisation of CS. She claims that, in the conversation and its setting, language 
users are rational beings, who use language selectively, so that their rights and 
obligations in relation to other speakers can be clearly marked.  
She further points out that when there is no clear unmarked language choice, speakers 
practise CS to explore possible language choices. Nevertheless, many sociolinguists 
object to the Markedness Model’s postulation that language choice is entirely rational. 
 
Ramsey-Brijball (1999, p. 162) states that this model rests on the basic premise that CS 
is used to convey intentional meanings of a socio-pragmatic nature. Myers-Scotton 
(1993b, p. 115) asserts that in this model CS participants make marked and unmarked 
choices as required by any given situation. “Unmarked” means the expected choice in a 
conversational context, i.e. CS in this case, is straight forward with no hidden intentions. 
According to Myers-Scotton, unmarked choices are neutral and address the situation as 
it emerges with no extra social meaning:  
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The unmarked RO (rights and obligations) set is derived from whatever situational 
features that are salient for the community for that interaction type (1993b, p. 84). 
 
Myers-Scotton (1993b, p. 84) further claims that the relative prominence or salience of 
factors is open to variability across communities; for example, differences in age among 
participants may be highly salient in one community and much less so elsewhere. 
Secondly, the salience of one factor will vary across interactions in a single community; 
sex, for example, has low salience in most service encounters, but high salience in social 
encounters. This then implies that any linguistic choice is a result of a negotiation of the 
salience of situational factors. 
 
The above citation clearly indicates that CS is situation-driven. The speaker’s use of CS 
is governed by the context in which he/she finds himself/herself. For instance, the way 
schoolboys code switch on the playground is different from the way they code switch in 
the streets during their informal conversation with their peers. The same boys will use a 
totally different switch when speaking to the teacher in the classroom.  
With the unmarked choices the major aim is to make yourself understood in the 
communication situation; it is speaker-oriented. Myers-Scotton (1993b, p. 148) further 
claims that the speaker is directed to “switch to whatever code is necessary in order to 
carry on conversation or accommodate the participation of all speakers present”. 
 
Steven (2004, p. 1) concurs with this statement when he says:  “We use different forms 
of expression depending on the person we are speaking to and where we are speaking to 
that person. There are different degrees of formality and informality.”  This means that 
codes depend on how interlocutors perceive each other and communicate in that context. 
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Marked choice in CS, according to Myers-Scotton (1993b, p. 84), is the form of switching 
in which the speaker changes some aspects of the rights and obligation (RO) balance 
within a particular situation in order to pass a meta-message. She points out that marked 
CS is not a matter of pulling something out of the bag; it is the result of a change in the 
hierarchy matrix of the salient features in an interaction. “Marked” refers to the deliberate 
distancing of a speaker from the expected choice and in so doing, the speaker uses CS to 
exclude the other speaker from the conversation. She gives a clear example of this 
marked CS by the following scenario: a passenger switches from Swahili (a language he 
and the conductor understand) to English, to show his irritation with the conductor. In 
this case switching occurs as a reaction to a change in the speaker’s psychological state 
of mind which in turn is a reaction to situational features. Initially, there was willingness 
(by the passenger) to accommodate the addressee by speaking the Swahili language 
which the conductor understood (unmarked choice).  
But the change of attitude between the speaker and the addressee called for the speaker 
to change all of a sudden to English with the purpose of widening the social distance 
between the speaker and the addressee. In this example it becomes clear, as Myers-
Scotton (1993b) puts it, that the speaker is always acting according to the dynamics of 
the context of situations and the choice is never expected within the context of situations. 
In other words, a marked choice can sometimes follow the unmarked choice. This is in 
line with the directive use of CS as espoused by Appel and Muysken (1987). 
 
In the Matrix Language Frame Model (MLF Model), Myers-Scotton (1993a, p. 6) is 
concerned with structural constraints imposed upon CS. The linguist tries to eliminate the 
structural constraints by predicting where in a sentence a speaker may code switch, i.e. 
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where CS occurs inter-sententially. According to this model, the matrix language (ML) is 
the main language and the embedded language (EL) is any other language that is used in 
CS to a lesser degree. The different types of CS are determined by: 
(i) the function of the socio-linguistic profiles of the communities 
involved; 
(ii)  the typological differences between languages (e.g. word order); 
(iii)    lack of congruence between languages regarding sub-
categorization features for certain grammatical categories or 
lexemes; this will also affect which configuration may occur in the 
CS between specific language pairs (Myers-Scotton, 1993b, p. 6). 
 
Despite the above factors, Myers-Scotton maintains that no matter how diverse the 
linguistic repertoire of the community and speakers involved, no matter how diverse the 
social conditions which motivate CS, and no matter how diverse languages are 
typologically or in regard to specific sub-categorization procedures, the parameters 
limiting CS are the same everywhere. How these languages perform in CS may vary 
depending on speakers and communities involved. 
 
As far as CS as a register among competent bilinguals is concerned, Moyo (1996, pp. 
26-27) suggests that most bilinguals do not necessarily have two languages between 
which they alternate; but rather the switching, which emanates from their discourse, 
results in a new mode of expression which is regarded as a register in its own right. This 
has a positive bearing on language development. This could, therefore, be described as 
a third variety, which the speakers themselves recognise as their appropriate mode. He 
further remarks that it is generally observed in African contexts that the use of English 
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and an African language may well point to the class of the speaker as generally 
belonging to a middle class or elite. He then concludes that CS becomes the marker of 
some conflicting ethnic identity, which usually indicates the speaker’s dual affiliation to 
the two cultures.  An elaboration of this argument is Myers-Scotton’s (1979, p. 71) 
contribution that states that CS often takes place because the switcher feels that the 
use of one variety may distinguish him/her as a "common" person without pretension, 
whereas the use of another may establish a person's identity as educated and/or 
economically successful. Gxilishe (1992, p. 93) also expresses the same sentiments as 
he points out that sometimes speakers switch language to express or assert expertise 
and knowability, either about an issue or when giving a judgement, or opinion. In their 
refutation of the views that perceive CS as a sign of language deficiency, Moyo (1996, 
p. 22) and Mandubu (1999, p. 215) argue that CS is not a result of language deficiency. 
The communicative role of CS, according to Moyo (1996, p. 22) and Mandubu (1999, p. 
215), provides bilingual users with multiplicity of choices in conversation that maximises 
choice of words from two languages when the speaker encounters the problem of 
choosing the appropriate words/vocabulary in expressing the intended message. For 
example, bilinguals will sometimes code switch in a conversation either when they feel 
that the intended meaning is clearly or amply expressed in the other language, be it 
mother tongue or additional language, or when they have suddenly been confronted 
with the problem of finding the appropriate words for conveying the message. He 
concludes that CS is a discourse strategy, which clearly functions as a structuring device 
for emphasising a point, focusing and also clarifying issues under discussion. 
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Heredia and Altarriba (2001, p. 165) and Aichun (2003, p. 17) agree with Moyo (1996, 
p. 27) and Mandubu (1999, p. 215) that problems associated with the appropriate 
choice of words that occur in CS are not caused by language deficiency. They further 
explain that they result from the speaker’s inability to remember a known word during 
the course of conversation and switching to English offers an easier and faster solution. 
They are strongly opposed to the purist stance that bilinguals code switch because their 
level of language acquisition in both languages is poor. Concerning language 
dominance, their claim is that it is not always the home language that dominates CS. 
The language dominance in CS depends on the extent to which the speaker is fluent in 
both languages. In the case of Spanish-English bilinguals Heredia and Altarriba (2001, 
p. 167) explain this as follows:  
 
Although this may be the case for the beginning bilinguals, Spanish-English bilinguals in 
South Texas report more English interference when they communicate in Spanish, and 
little or no interference from Spanish when they communicate in English. 
 
Poplack (1980, p. 581) shows evidence of numerous factors at work in CS. Her research 
confirms the findings of Blom and Gumpers (1972 cited in Gxilishe, 1992, p. 94), which 
reported that CS is used within intra-group relations, i.e. within the same ethnic or 
social group. Its function in this context is to affirm group membership/identity. In 
concord with this assertion is the claim of Finlayson and Slabbert (1997a, p. 130), which 
shows that Tsotsitaal with Afrikaans as matrix language is associated with a particular 
group identity and that this new dialect is readily understood by the group members. To 
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enhance this standpoint, Finlayson and Slabbert (1997a, p. 130) give the following 
example: 
 
[F]or the users themselves, tsotsitaal has prestige value, it sets them apart as “die 
clevers”.  
 
The participants in this kind of language show off the fact that they are acquainted 
with urban ways. In their conversations they self-consciously project the impression 
that they are no longer country bumpkins and now have a different type of friends and 
have their own language.  
 
Genishi (in Hammink, 2000, p. 7) notes that the language choice of young children is 
mainly determined by the language ability of their conversational partners. In this case 
there is no intention to set themselves apart as a particular group and exclude other 
people from their company, as in the case quoted above. The main aim of switching 
here is mutual understanding. This takes us to another function of CS: 
accommodation.  
 
 
 
 
 
2.3.2  Speech Accommodation Theory 
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Speech accommodation theory also known as communication accommodation theory 
(SAT) was first developed by Howard Giles (1971), whose study was aimed at 
explaining how human beings manage certain facets of interpersonal communication, 
particularly their choice of accents and dialects. The conceptualization of speech 
accommodation theory by Finlayson and Slabbert (1997a) focuses on the aspect of 
accommodation that deals with the social function of CS. The context of their research 
is the multilingual function of CS that is common practice in the Gauteng region. The 
findings of their research were that: 
 
(I)  In the discussion groups not only were respondents very aware that they did in fact 
code switch, but they were also able to describe a taxonomy of social motivations for 
different types of CS, thereby indicating the shared views that code switches index in 
the township community (Finlayson and Slabbert 1997a, pp. 128-129).  
 
In their study five important sub-categories of accommodation emerged. These are: 
1. having an awareness of what the addressee prefers and to switch 
accordingly; 
2. establishing common ground to meet the addressee halfway with 
language; 
3. a willingness to learn and experiment with other languages in the   
communication situation even to the point of moving out of your comfort 
zone; 
4. employing measures to make yourself understood; and 
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5. making adaptations on the variety continuum of “deep” to urban 
(Finlayson   and  Slabbert 1997a, p. 128). 
 
The two researchers elucidate the five subcategories outlined above in greater detail.  
The first sub-category that focuses on the addressee’s awareness of his/her preference 
and making the switch in accordance with that preference is framed around the data 
generated by the participants’ responses to the interview questions.  
 
The findings revealed that the interviewees tended to be influenced by the language of 
the interviewer: 
 
When I speak with a Zulu, I speak Zulu, when I speak with a Tswana, Tswana and so 
when I speak with a person with one language I speak the language of him/her so that 
he/she cannot say I am trying to be difficult or I am tribalist (Finlayson and Slabbert, 
1997a, p. 128).  
 
The views of (Finlayson and Slabbert, 1997a) outlined above have highlighted five 
important aspects of the use of CS: (1) the focus on the attitude of the speaker towards 
the addressee and not on switching the code; (2) meeting the addressee halfway; (3) a 
willingness to learn and experiment with other languages; (4) making yourself 
understood and (5) making adaptations on the variety continuum of “deep” to urban, 
which are discussed below.  
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In the first type of speaker’s reaction to the addressee in CS, the emphasis was on 
determining the attitude of the speaker towards the addressee and not on switching the 
code.  Finlayson and Slabbert (1997a) observed that although it was possible that a 
speaker might be understood without CS, he/she might decide to code switch in order 
to create the impression of being more compassionate and more accommodative to the 
addressee. Besides the speaker’s tendency to create for himself/herself an image of 
compassion and accommodation, the speaker’s CS could also be attributed to the desire 
to index his/her competence in the language used by the addressee. This type of 
speaker attitude indicated that it was motivated by the need to show off his/her ability 
to speak the language of the addressee.  
 
The second type of speaker’s reaction to the addressee ─ meeting the addressee 
halfway ─ focused on accommodation as a mutual exercise. In meeting the addressee’s 
halfway scenario, the speaker was only willing to accommodate the addressee for as 
long as the addressee was also willing to speak the speaker’s language. This insight is 
underpinned by the key phrase “meeting the addressee halfway”. In the classroom 
context the speaker tended to code-switch when he/she thought the addressee did not 
understand clearly what he/she was saying. The aim of switching code in this 
conversational situation, their study revealed, was to facilitate the dialogue.  
 
The third sub-category on speech accommodation theory or communication 
accommodation theory dealt with “a willingness to learn and experiment with other 
languages”. The study by Finlayson and Slabbert (1997a) revealed that in some cases it 
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became evident that the addressee was keen to display his/her willingness to learn 
another language.  
 
The findings of Finlayson and Slabbert (1997a) can be used to reinforce the relevance of 
this study. What the above study implies for this particular study, is that, in a 
conversational situation in which a person, who does not speak the educator’s language 
(Afrikaans), will want to speak it so that the educator may teach him/her the correct 
terms and structures of Afrikaans or how to speak Afrikaans correctly. This will enable 
the Xhosa speaker, to use both his/her mother tongue (Xhosa) and the additional 
language (Afrikaans) so as to interpret the terms and structures of Afrikaans so that 
when he/she uses them later he/she does so correctly. 
 
The fourth sub-category of the speech accommodation concept involves “making 
yourself understood”. The research study by Finlayson and Slabbert (1997a) indicated 
that the value of making oneself understood was held in high esteem. This was found to 
be a common trend through all the groups of the research project. The research 
findings reported that in an attempt to make oneself understood, one would have to use 
CS to repeat an otherwise misunderstood statement in order to accommodate the 
addressee. 
 
Finally, the fifth speaker/addressee sub-category of speech accommodation theory, 
which was classified in the study by Finlayson and Slabbert (1997a), dealt with “making 
adaptations on the variety continuum of `deep’ to urban”. In this context, making 
oneself understood involved a conscious choice of variety of language options. The 
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speaker was fully aware that to be understood in an urban context, he/she had to water 
down the “deep” (standard) rural language in order to accommodate the town dweller 
who might fail to understand him/her if he/she spoke a rural variety. This kind of 
accommodation resulted in the ensuing dialect being referred to as “diluted” variant 
(Finlayson and Slabbert, 1997a, p. 129). Elaborating on the accommodation function of 
CS, Finlayson and Slabbert added the concept of displaying linguistic versatility. In this 
regard, they explained that this function developed as a result of the accommodation 
faculty. They further argued that the ability to use multilingual skills had prestige value 
in the urban environment where people were expected to accommodate their 
addressees. They concluded that this also gave the conversation partners control over 
the accommodation situation since all interlocutors could not be excluded from the 
group. 
 
2.3.3  Conversational Model 
 
This subsection deals with the efficacy of the conversational attributes of CS.  
Kieswetter (1995, p. 6) claims that CS is a dynamic conversational strategy that 
constantly changes according to the participant profiles, the situations, the contexts and 
intentions of the speakers. This means that the school syllabi, textbooks and teaching 
materials need to take cognizance of the changing demands of language. She further 
argues that language teachers can no longer rely on teaching the grammatical forms 
according to a prescriptive and very narrow syllabus. The syllabus itself needs to be 
accommodative of the variety of languages at play in the classroom. The following 
review and analysis of the relevant studies will explain and confirm the dynamic 
conversational strategies outlined above. 
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Gxilishe (1992, p. 93) points out that it sometimes happens that speakers switch 
languages to express or assert expertise and knowledgeability, either about an issue or 
making a judgment or expressing an opinion. This is in line with Finlayson and 
Slabbert’s claim that urban dwellers tend to put their linguistic versatility on display in 
the form of CS (Finlayson and Slabbert, 1997a, p. 30). 
 
Concerning how adults mix languages, Tonkin (2004, p. 6) postulates the notion that 
people communicate across language barriers in different ways.  He explains that it is 
common practice that the speakers of one language communicate with their more 
powerful neighbours in the language of their neighbours in order to conform to the 
linguistic power of their neighbours, who wield superior economic or military power.  
This sometimes causes them to adopt a language of a third power with greater prestige 
or authority.  In some cases, “an entirely new linguistic medium will develop for 
purposes of trade, incorporating elements of a powerful language with elements of a 
local one” (Tonkin, 2004, p, 6).  
 
In line with the above conformity alluded to above, most people use more than one 
language form in their day to day communication.  They communicate informally in 
some contexts while communicating formally in highly-formal situations such as in the 
school environment or in the workplace.  This is often coupled with employing different 
vocabulary or new sentence formations or a new accent (for example when a South 
African English speaking person changes accent to accommodate his/her American 
friend). This state of affairs, however, though it sounds friendly, is controlled by power 
dynamics. In the teaching-learning situation, the same power dynamics manifests itself - 
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see Nieto (2001, p. 205), Bruna and Gomez (2008, p. 117) and Boutte (1999, p.32, pp. 
126-135, 261 and 318).  Nieto (2001, pp. 208-210) alludes to Paulo Frere’s assertion 
that education is always dominated by politics. This claim is grounded upon the premise 
that education is concerned with issues of power and dominance.  
 
While it has been contended that education is universal, equal and fair, in reality, this 
has not been so (Nieto, 2001, p. 210). Using Kozol’s words, Nieto (2001, p. 210) reports 
that the ideological basis of education is affirmed by the selective funding approaches 
used in establishing educational resources for students from different socio-economic 
backgrounds. These ideological biases that impact on education have  sometimes been 
revealed through the following double-standard or anti-poor practices: (1) differentiated 
funding for rich and poor school districts; (2) the detrimental effects of ability tracking 
and (3) other sorting practices on students of socio-economic, racial, ethnic and 
linguistic backgrounds. Another discriminatory trait of education is referred to in Nieto’s 
(2001, p. 52) claim that the political nature of education has also been evident in the 
case of bilingual education, which has been under attack since its very inception. The 
main reason for this onslaught on bilingual education is political power and a deliberate 
intent to subdue the languages of the oppressed; secondly, the belief that there are 
pure, correct and accepted languages versus inferior and unaccepted 
languages/dialects. The view that rejects what is considered inferior languages and 
extols what is regarded as pure languages will be discussed further under the “Purist” 
argument and viewpoint on CS.  
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Borrowing from Hale-Benson, Boutte (1999, p. 33) argues that “to be successful in 
schools, children of colour must be bicultural”. The view that children of colour need to 
be “bicultural” in order to achieve their academic goals in schools is reinforced by Delpit 
(1988, pp. 280-298). Delpit asserts that it is particularly important for children of colour 
to be proficient at using the “language of power”. This state of affairs inevitably leads to 
an unfortunate situation where the children of minority groups have to assimilate the 
language and culture of the dominant group.  Thus, their use of the language is 
controlled by the power dynamics that are at play in the institution of learning and in 
the politics of the day. Phillipson (1992) cited in Belbin 2005, p. 1) expresses the same 
sentiments as he claims that English has a dominant position in science, medicine, and 
computers, in research, books, periodicals, and software, in transnational business, 
trade, shipping, and aviation, in diplomacy and international organizations, in mass 
media entertainment, news agencies, and journalism, in youth culture and sport, and in 
education systems. It, therefore, goes without saying that English continues to enjoy a 
dominant status in the world economy, politics and technology. This state of affairs 
leads to people of other languages neglecting or even undermining their own languages 
for survival reasons. This, however, does not mean that it is impossible for other 
languages to develop and attain the same status as English because English itself took 
years to develop (see Shapiro, 1973, p. 509 and Plüddemann et al, 1998, p. 3).  
 
Reacting to the above notion, Bruna and Gomez (2008, p. 117) pose the following 
question regarding medium of instruction:  
 
Do you insist that your students only use English because that is the school’s “official” 
language of instruction and you believe that English proficiency is important for their 
56 
 
futures in and out of school, or do you allow them to use Spanish because it is the 
language through which they can most easily communicate their science-learning ideas 
and insights and you believe permitting their Spanish use fosters a more inclusive 
classroom community?  
According to Bruna and Gomez (2008), the appropriate answer to the above question 
has to be informed by the relevant language policies, the individual’s personal beliefs 
and his/her professional understanding about the goals of the subject that is being 
taught. This research study is faced with interrogating the same kind of questions 
regarding accepted and unaccepted languages in the education arena and especially CS. 
Is there no positive contribution that can be derived from CS in language learning? This 
is one of the questions this study is attending to. 
 
Appel and Muysken (1987, p. 118) perceive conversational CS as involving the 
conceptualisation of the following notions: (1) referential, (2) directive and (3) 
expressive.  
 
The first concept isolated by Appel and Muysken (1987, p. 119) is termed “referential”. 
The authors describe this notion as the conversational situation in which the speaker 
switches because he/she does not know the word for a linguistic item or something in 
the other language. It often happens that certain subjects may be more appropriately 
discussed in one language, and the introduction of such a subject may lead to a switch.  
Furthermore, a specific word from one of the languages involved may be semantically 
more appropriate for a given concept. It is in this context that all topic-related switching 
may be perceived as serving the referential function of language. This is the most 
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popular and consciously-used type of bilingual CS.  The above assertion is re-echoed by 
Weinreich (1963). The scholar observes that language shifts tend to occur more 
frequently in situations in which the designative quality of the vocabulary corresponding 
to any of the languages is inadequate to name new things, persons, personal 
experiences and concepts. Crystal (1987) re-affirms the above view when he claims that 
a speaker who may not be able to express him/herself in one language switches to the 
other to compensate for the deficiency. 
 
The second type of switching identified by Appel and Muysken (1987, p. 119) – called 
“directive” – is described as the kind of switching that is aimed at either excluding or 
including a certain participant from a conversation, e.g. mother-father excluding a child, 
or friends excluding a stranger from certain parts of a  conversation. 
 
The third type of switching that is called “expressive”, according to Poplack (in Appel & 
Muysken, 1987, p. 119), entails a situation in which speakers emphasise a mixed 
identity through the use of two languages in the same conversation.  One good example 
of this kind of CS is Spanish-English CS in the Puerto Rican community.   Poplack (1980 
cited in Appel & Muysken, 1987, p. 119) reports that for fluent bilingual Puerto Ricans in 
New York, a conversation full of CS is a mode of speech by itself. He concludes that 
“expressive” mode of conversation actually identifies the speaker as bilingual. 
 
2.3.4   The “Purists” 
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Whilst most of the above contributions seem to be in favour of CS, not all researchers 
hold the same views on CS.  The following discussion focuses on the concerns of the 
purist scholars that are opposed to CS. 
 
Ramsey-Brijball (1999, p. 169) states that language purists in particular, see CS as a 
destructive force that threatens the purity of a language. She points out that this 
concern was raised at a workshop held at the University of Zululand, Umlazi Campus. 
In this workshop a proponent of linguistic purism argued that it was pathetic that 
people were aware of such language pollution, that is, CS, but remained silent and 
actively engaged in it. Viewing CS in this light, this purist expressed the concern that 
CS is the cause of the day-by-day deterioration of general discourse in Zulu. The same 
concern was aired by another participant at the same workshop. This anti-CS 
participant asserted that while some people were trying to uplift Zulu to national 
recognition, others were dragging it down. The same purist participant further accused 
the so-called “elitists” as the main perpetrators of this “atrocity”. 
  
Hammink (2000, p. 6) comments on Hidalgo's study of the attitudes of the 
monolingual residents of Ciudad Juárez towards the CS practices of their El Paso 
neighbours and makes a number of deductions based upon that study. It is argued 
that monolingual speakers tend to have a more negative view of CS.  It is often 
considered a low prestige form, incorrect, poor language, unattractive or a result of 
incomplete mastery of the two languages. This stance is confirmed by Lawrence 
(1999, p. 265) and Romaine (1996, p. 599) in their claim that CS is a sign of 
inadequacy or inefficacy on the part of the speaker owing to lack of education, 
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laziness, bad manners and improper control of languages. The study of Fernandez (in 
Hammink 2000, p. 6) on bilinguals in Mexico revealed that in spite of the low prestige 
accorded CS, its use continued, often by the very speakers who held a negative 
attitude towards it.  
 
For quite some time CS was, in various walks of life, regarded as a linguistic 
transgression and a sign of poor command of language. Gumperz (1982, p. 63) refers 
to this notion when he remarks that in the linguistic literature on bilingualism, 
conversational CS, until recently, tended to be treated primarily as a marginal or 
transitory phenomenon. This viewpoint perceived conversational CS as if it were a form 
of linguistic interference which accompanied the learning of a new grammatical 
system.  
 
The use of CS as a tool for teaching and learning Afrikaans as an additional language 
is rejected (Crystal, 1987, p. 138) by purist language scholars, especially when it 
operates in a didactic situation. The language “purists” who dismiss the use of CS in 
teaching Afrikaans, argue that it impacts negatively upon learners’ mastery of 
Afrikaans and other subjects whose medium of instruction is Afrikaans. The attitudes 
of teachers offering Afrikaans either as an additional language or foreign language as 
well as those of learners of Afrikaans towards CS and CM are also informed by the 
negative perceptions outlined above. These adverse feelings towards CS are generated 
by the rigid prescriptive regulations imposed upon the teaching of Afrikaans as an 
additional language coupled with the total neglect of classroom realities. The “purists” 
who have rejected CS, argue that: 
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 CS is a result of language deficiency (Appel and Muysken, 1987, p. 117). 
 It will weaken the learners' mastery of a language and other subjects taught 
in that language (Crystal, 1987, p. 138). 
  It is unacceptable for other languages, which, in some cases, have not 
developed to the stage where they can be used academically and that are, 
furthermore, not even known internationally, to be allowed to interfere in 
the teaching-learning context (Alexander, 2005, pp. 2-3). 
 
It seems as if reality increasingly questions the principle of purist notions of language, 
and thus demands a less rigid approach to language teaching/learning. 
In the teaching/learning situation it is very important to understand and be 
understood. The value of CS (to make oneself understood) is held in high esteem.  
Myers-Scotton (in Finlayson and Slabbert, 1997a, p. 132) expresses the same 
sentiments when she remarks that the best way to converse with others entails 
“employing measures to make yourself understood in the communication situation” 
[and by] switching “to whatever code is necessary in order to carry on the 
conversation” or by accommodating “the participation of all speakers present". Gough 
(1996, p. 4) citing Corder (1981) maintains that borrowing words from one language 
to be used in another language can only be deemed to be successful when 
communication is effective and not when it is marred by errors. 
 
However, without dismissing the authenticity of some of the above concerns, it should 
be noted that teaching occurs through communication and should, therefore, be 
subjected to a wide range of conceptualisations (Boswell, 1992, p. 94). For 
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communication to be effective, spontaneous and meaningful, it should be free from 
stifling stereotypes (Bodenstyne, 2001, p. 14). Because of the fear of language 
transgression, learning Afrikaans has been rendered unpleasant and impossible for 
thousands of learners, resulting in dropouts in the subject. Many headmasters have 
gone to the extent of removing Afrikaans from their school curriculum because the 
proscription of CS in Afrikaans examinations leads to a lot of failures at the end of each 
academic year.  
 
The effect of CS and CM in assessment processes needs to be thoroughly researched 
because, currently, the official education environments continue to treat CS and CM as 
an unacceptable linguistic pollutant. However, research studies have increasingly 
pointed out that CS and CM are worldwide a common feature in the language of most 
multilingual societies (see for example Bosch, 1998; Waring, 1999; Bolinger, 1995).  
The exploitation of CS as a language acquisition enhancement tool (especially 
Afrikaans in this case) needs in-depth investigation. 
 
How does one reconcile the conflicting views of purist linguists such as Lyons (1968, p. 
42), Langfield (1972, p. 38) and Cromwell (1974, p. 103) with the variety of practices 
in classrooms that characterise language teaching?  
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2.4  Code Switching and Code Mixing in the Teaching and Learning 
Context 
 
The section – Code switching and code mixing in the teaching and learning 
context – explores the pedagogical role of CS and CM in the acquisition of Afrikaans 
as an additional language. It is composed of the following subsections:  
(1) Language acquisition in bilingual learners; (2) Reasons for additional language 
learning; (3) Importance of home language mastery as a basis for additional 
language acquisition; (4) Selected views on bilingual teaching and the use of CS as a 
teaching tool; (5) The functions of teachers’ code switching; (6) The functions of 
students’ code switching; (7) A critical analysis of code switching in language 
classrooms; (8) Contribution of code switching to language development and (9) 
Conclusion. 
 
2.4.1  Language Acquisition in Bilingual Learners 
 
Since the main focus of this study is to investigate whether CS and CM play a positive 
or negative role in language teaching, it is important to examine how learners acquire 
proficiency in an additional language. Before subjecting the efficacy of CS and CM in 
language to critical analysis, it would be useful to look into the hypothetical distinction 
between language acquisition and language learning in additional language acquisition 
as espoused by Krashen (cited in Miller, 1984, p. 31). According to this source, 
language acquisition is a natural, subconscious process that occurs in informal 
environments when the focus is on communication or meaning (pre-schoolers are a 
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good example of this CS-CM functional role).  It is through this process that children 
acquire a first language and through which they become bilingual.  
Language learning as opposed to children’s first subconscious language acquisition is a 
conscious process that occurs in formal learning environments. The formal school 
language learning situation is characterised by certain activities at school, and focuses 
on language form and grammatical competence. It is viewed as being available to 
older children, probably around puberty, and adults developing an additional language.  
Of the two processes, language acquisition is central.  
 
Miller (1984, p. 26) promotes a view that becoming bilingual, whether in infancy or in 
later childhood, is a formidable task. When the acquisition of two languages evolves 
out of an effort to carry on a conversation with someone, an adult caretaker or 
another child, first-language bilingualism or simultaneous bilingualism occurs.  These 
efforts at the social interaction level strike at the heart of language development from 
the beginning, i.e. at or nearly at the onset of language (in infancy). When the process 
of acquiring another language begins after this point, sequential or successive 
bilingualism occurs.  
  
Chomsky (1972; 1975; 1979) as cited in Skiba (1997, p. 3), postulates a biological 
theory that language acquisition takes place as the brain matures, and an exposure to 
the appropriate language is obtained. This opinion is rejected by the behaviourists, 
who claim that language acquisition is an example of operant conditioning. According 
to this theory (propounded by Skinner, 1957), individuals are reinforced by their own 
speech which matches the reinforcement of providers of affection during childhood, 
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i.e. when the child says a word or statement correctly, the parent or caretaker admires 
the child and that motivates him/her to repeat it, and so the language is acquired. 
What is important is that both theories rely on exposure to appropriate language. This 
also applies to additional language acquisition.  
 
In concord with the above assertion, Myers-Scotton (1993a, p. 2) states that CS 
represents flexibility in language production. This concerns how fluent speech is 
achieved. She sees CS as a way to overcome difficulties in sentence-planning by 
making use of the resources of more than one language. She, however, notes that 
while CS is a means of solving the co-ordination problem in fluent speech, it also 
creates stresses because of the special co-ordination CS itself requires. This is due to 
the fact that CS utterances everywhere conform to the grammars of their participating 
languages (see Myers-Scotton’s MLF model above).  
 
Rodrigues (1980, p. 26) perceives the native/home language as the language of 
intimacy since the home is where the child comes into contact with the language for 
the first time. The home offers a non-threatening environment where the child 
experiences feelings of warmth, love, security, closeness, anger and fear. The foreign 
languages constitute the additional languages that are learned at school or at the work 
place or in the residential areas. The way in which these languages are learned differs 
according to environmental situations in which the languages are learned. For 
example, the school learning environment poses a rather threatening environment with 
its emphasis on standard and accepted language. Besides the social settings 
mentioned above, there are also situations in which language is learned in a relaxed 
mood and languages can be code switched whenever the need arises. 
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2.4.2  Reasons for Additional Language Learning 
 
In bilingual communities, many people have to learn two languages, especially those 
speaking a minority language (or a majority language that suffers from low economic, 
military and political prestige). In addition to their vernacular, they acquire an 
additional language, often the majority language or another language of wider 
communication. In their study of citizens from Turkey that were employed in Germany, 
and others from other places who were exposed to the local vernacular of their 
workplace, Appel and Muysken observed that: 
 
A Turkish immigrant worker in Germany learns German, a speaker of Lotuho in Sudan 
learns Arabic, a speaker of one of the Aboriginal languages in Australia learns English, 
etc.  Members of a minority group must attain a certain degree of bilingualism if they 
want to participate in mainstream society (Appel and Muysken, 1987, p. 82).  
 
In some cases additional language learning is encouraged by political changes and the 
introduction of human rights which result in intensified social concerns and 
developments in language. Countries like Canada and Belgium serve as good examples 
in this context. Both countries have language groups that are sometimes opposed to 
each other, but they have created centres for the study of bilingualism. These centres 
are said to have produced outstanding scholars and it is hoped that their input will 
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help scholars to gain insight into the language problem of groups and individuals and 
thus support language planning and educational policies (Appel and Muysken, 1987, p. 
82). In the same vein, Tonkin (2004, p. 21) emphasizes the importance of learning 
another language: “The commonest means of overcoming language barriers is simply 
to learn the language of the people one wishes to communicate with.” 
2.4.3  Importance of Home Language Mastery as a Basis For 
Additional Language Acquisition 
 
National, regional and transcontinental language policies and decision makers of 
language teaching and learning on the African continent have embarked on making 
Africans become aware of the crucial importance of African indigenous languages in 
transforming and maximising the quality and the quantity of education on the African 
continent. Gough (1996, pp.14-16) states that considerable emphasis is presently 
being given to the promotion of African languages both as media of instruction and 
as subjects to foster a policy of “additive bilingualism”. He claims that there is 
considerable evidence that supports the view that, in bilingual contexts, if the mother 
tongue is not appropriately maintained and valued in relation to the additional 
language, this tends to have negative cognitive and academic consequences. There 
appears to be consensus that poor academic progress and low standards can be 
directly attributed to the failure of developing the mother tongue for conceptual and 
analytic thought. A very strong argument in favour of this viewpoint is provided by 
Appel and Muysken (1987, p. 61).  They base their argument on eight points, which 
are outlined below: 
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 The first language of the child must be used as the initial medium of 
instruction to ensure that academic development is not hindered, while the 
majority language can be learned as a subject. To illustrate the difficulties 
encountered by minority language children in learning through the majority 
language, the example of the Amuesha children is cited. When these children 
entered school, they knew little or no Spanish and as a result they spent 
years in school before finishing first grade because they first had to try to 
understand what the teacher was saying.   
Appel and Muysken (1987, p. 63) suggest that the cognitive development of 
children, whose medium of instruction is a majority non-mother tongue, will 
be retarded.  
 Minority language teaching is a requirement for a healthy development of 
the child's personality and the development of a positive self-image. This 
view is confirmed by Du Plessis (2009, p. 1): “Just like parents must ensure 
that a child follows a healthy and balanced diet for optimal physical 
development, they must take steps to ensure optimal language 
development.” 
 The use of the minority language as a medium of instruction will relieve the 
cultural shock, which minority children can experience at the transition from 
the home to the school.  
 Minority language education is necessary to develop the child's first 
language, and this in turn, is a necessary prerequisite for the successful 
acquisition of the majority language.  
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 Minority language teaching will help to prevent the forced linguistic and 
cultural assimilation of minority groups.   
 Cultural pluralism can be seen as an enrichment of society as a whole.  
 Recognition of the language and culture of minority groups will improve 
the social and cultural relations between these groups and the rest of society.  
 Especially in the Third World countries, minority language teaching seems 
to be the best way to reach isolated groups who do not participate in 
mainstream society.  Members of such groups can gain literacy both in their 
native language and the majority language, and thus learn something about 
the country as a whole. 
 
Gough (1996, p. 3), citing Kohn, notes that transfer is now seen to be operating in 
the context of creative learning and acquisition and this view seems to re-affirm the 
point of view of Corder (1981, p. 29) who argues that “the part played by the home 
language in the acquisition of the additional language is a good deal more pervasive 
and subtle than has been traditionally believed”. CS itself depends on the learner's 
mastery of his/her home language.  Children at school can say what they want to say 
if they are allowed to speak the language they know.  This enables them to express 
their own ideas and they can be creative. However, if the children are forced to learn 
in a new language, they are put in some kind of a prison.  They find it very difficult to 
tell the teacher what they think because they do not have the words to convey their 
ideas or feelings.  This limits their creativity and puts a ceiling on what they can do.  
This does not affect children only.  In the South African situation where both teachers 
and learners have to work in an unfamiliar language, the chances of limiting the 
69 
 
natural development of thinking and creative skills are greatly increased: firstly, by 
the teacher's lack of confidence, and secondly, by the children's limited knowledge of 
the language.  On the other hand, when children use their first language in the 
classroom, especially in their early years, they can talk about their interests, their 
needs and their thoughts.  Foertsch (1998, p. 1) comments on this debate as follows: 
 
The ways in which children communicate in their home cultures are critical to the 
development of written language models of reading and writing. The home language 
of students provides the foundation of the emergence of reading and writing 
behaviours. If there is a mismatch between the structures, values, and expectations 
of the home language and school language, children may be at a disadvantage for 
success in early reading tasks, and thus spend their entire school careers attempting 
to catch up.  
 
As mentioned above, this state of affairs affects teachers as well.  
 
Despite the evident benefits of home language learning as highlighted above, home 
language learning has been accorded Cinderella status by both parents from the 
majority language and the minority language. The latter group displays a negative 
attitude towards its own language, not because it does not attach any value to it, but 
because it sees its non-prestigeous languages as not having a function in gaining 
social mobility and job security.  They fear a situation of making it impossible for their 
children to enter the economic, political, technological and scientific world (Appel and 
Muysken, 1987, p. 64 and Tonkin, 2004, p. 6).  
 
70 
 
2.4.4  Code Switching and Code Mixing as a Teaching Tool 
 
From the outset of this investigation it became clear that not much has been researched 
with regard to CS as a teaching-learning strategy. As a result, this study suffers from a 
serious lack of relevant peer-reviewed journal articles and other sources of relevant 
secondary research literature and scholarship that it can build upon.  Even the limited 
literature that is available does not deal with Afrikaans-English-Xhosa CS, which is the 
main focus of this investigation. 
 
Interrogated from multiple angles, CS serves to facilitate communication and enhance 
mutual understanding in a wide array of contexts. Teaching and learning also benefit 
from CS since they take place in a communicative situation.  
Finlayson and Slabbert (1997a, p. 133) support this opinion in their claim that meeting 
the addressee halfway with language indicates a spirit of willingness to accommodate 
and respect conversational partners. The two researchers further explain that this spirit 
of accommodation holds wonderful opportunities for language planners to adopt an 
imaginative approach to policy formulation at all levels. In addition to the above 
assertion, they state that even the institutions of learning, which display sensitivity 
regarding language choices of their clients, market themselves well as being 
accommodative and respectful. 
 
Gough (1996, pp. 14-15) also highlights the importance of and respect for African 
languages. He points out that considerable emphasis is presently given to the promotion 
of African languages together with English as media of instruction and as subjects to 
foster a policy of “additive bilingualism”.   
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Cook (1991), cited in Skiba (1997, p. 3) suggests that CS may be included in the 
teaching activities for an additional language. He refers to the Linguistics examinations 
in Languages for International Communication test as one of the examples in which CS 
is used. At the lower grades, learners may use the additional language for obtaining 
information from material such as travel brochures or a phone message to answer 
comprehension questions in the first language. As they reach an advanced stage, they 
may be required to investigate a topic and provide a report in the first language. In this 
approach, CS is used as a foundation for the development of an additional language 
learner who can stand between the two and use whichever language is most 
appropriate to the situation rather than becoming a carbon copy of the native speaker. 
 
Skiba (1997, p. 4), drawing upon Cook’s study, maintains that CS can also be used as a 
second language teaching tool through reciprocal language teaching. In this instance, 
students are required to switch languages at predetermined points, pairing students 
who want to learn each other's languages. In this form of peer teaching, the students 
alternate between the two languages and exchange the roles of teacher and student. CS 
may be used in this way in that the teacher may start a lesson in the first language and 
then move into the second and back to the first language. This makes the lesson as 
communicative as possible. In this method the teacher has the freedom to switch 
between the languages at certain key points. The points of switching between the 
languages may include the introduction of new concepts, at the points where students 
seem distracted, during revision or when students are praised or reprimanded. The 
review of the literature above on this position suggests that the use of CS in the 
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classroom can create a bilingual norm that projects a positive image for CS and leads to 
its acceptance as the method of communication. This would provide students with 
flexibility to switch comfortably in the classroom. This in turn, prepares them for 
participation in a bilingual society. Skiba’s (1997, p. 4) positive position on CS as a 
dynamic language tool is endorsed by Cook (1989, 1991) who supports the view that CS 
is a potent learning tool by asserting that CS may also facilitate language development 
as a mechanism for providing language samples and may also be used as a teaching 
method for teaching additional language. Below follows the thematic concern of this 
chapter which is The Functions of Teachers’ Code Switching and The Functions of 
Learners’ Code Switching. 
 
 
 
2.4.5  The Functions of Teachers' Code Switching 
 
The functions of teachers’ CS and the functions of learners’ CS, which Sert (2005, p. 2) 
has isolated in ELT teaching will be discussed in two separate subsections that focus 
on the functions of teachers’ and students’ CS. Sert (2005, p. 2) and Aichun (2003, p. 
2) point out that the teacher is not always aware of the functions and consequences of 
CS. Viewed from this viewpoint, the teachers’ and the students’ CS can be described as 
automatic and unconscious behaviour. However, whether conscious or not, it serves 
some basic functions, which may be beneficial to language learning environments. 
Mattson and Burenhult (1999, p. 61) classify these functions as follows: (1) topic 
switch; (2) affective/emotional functions; (3) repetitive functions;(4) maintenance of 
solidarity and group membership; (5) explaining procedures and giving directions and; 
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(6) for clarification especially when new vocabulary is introduced and requires the 
need to establish understanding. 
 
In topic switch, the teacher changes his/her language according to the topic in 
question.  This occurs especially in grammar lessons where the teacher directs the 
attention of the students to the new knowledge by using CS that requires making use 
of the students' home language e.g. “Our topic today is Passive Voice – Isixando 
sokwenziwa”. This, in fact, is in line with the well-known pedagogical principle of 
moving from the known to the unknown.  
 
When the teacher exploits the affective use of CS, he/she does so in order to enhance 
teacher-learner relationships in the classroom. In other words, the teacher code 
switches to show solidarity with the learners and to maintain good relationships with 
them especially if the teacher and the learners share the same home language.  
On the other hand, the teacher tends to employ the repetitive function of CS in order 
to clarify a point which he/she might feel will not be clearly understood if explained 
only in the target language (TL). The teacher switches to the students' home language 
to assist them to understand the meaning of the new concepts. The teacher’s 
functions of CS in the classroom discussed above are further elaborated by Aichun’s 
(2003) reasons for teachers’ exploitation of CS in teaching. In the following discussion 
Aichun (2003) summarizes the reasons for CS in the classroom. He argues that the 
first stimulation for the teacher to resort to CS in the classroom, emanated from the 
teacher’s linguistic competence and insecurity (2003, p. 1) – a loss of self-confidence 
that forced the teacher to try something new. In the case of Chinese classrooms 
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investigated by Aichun, most English teachers were native speakers of Chinese. In 
fact, they were Chinese monolinguals, who only had skills and knowledge in the target 
language. If the teacher was unable to recall the relevant target word at the point of 
uttering the word, the tendency was to resort immediately to intra-sentential CS.  
 
The second manifestation of CS is triggered by the need to find, as quickly as possible, 
expressions that can be used to convey the intended meaning – a reason designated 
as “for ease of expression”. It was also found that teachers switched to English if they 
failed to find an English equivalent in the Chinese language or when an English word 
or an expression had its equivalent in several Chinese terms. This scenario often 
occurs in Xhosa-English CS.  
 
The third occurrence of CS termed “for translation of new and unfamiliar words and 
expressions” is reinforced by Xhosa speaking teachers. Thus, if a Xhosa speaking 
teacher of English is confronted with a situation during the course of teaching English 
where he/she feels that the learners have difficulty in understanding the new and 
unfamiliar English word/s, the tendency is to translate the new and unfamiliar word/s 
into Xhosa. In this case the teacher is prompted to switch for fear that the learners 
might not have understood the meaning of the target word/s or expression in 
question. The fourth CS usage, the “repetitive function”, is aimed at driving the 
message home. The teacher often repeats the statement in both languages to ensure 
clarity. Finally, the purpose of the last CS functional category ─ the “socializing 
function” - seeks to establish rapport and personal relations with the learners. The 
teachers switch to show concern for the learners and understanding of their problems. 
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A closer look at these findings shows that only a few instances of CS are due to lack of 
proficiency in the target language. In most cases, CS serves a pedagogical objective 
(see also Mandubu, 1999, p. 215). 
 
2.4.6  The Functions of Learners’ Code Switching 
 
The students themselves are not always aware of the reasons for or the results of CS. 
This happens unconsciously. Though often unconsciously used, CS does impact on the 
learners' language either positively or negatively. Eldridge (1996, pp. 305-307) refers to 
these functions as (1) equivalence, (2) floor-holding, (3) reiteration and (4) conflict 
control. 
 
In the case of both equivalence and floor holding the student makes use of the native 
equivalent in the place of a lexical item in the target language because he/she lacks the 
equivalent lexical item or structure in the target language.  
 
The reiteration use of CS involves the repetition of a word/statement that is emphasized 
by the student in the home language if it is felt that it was not understood in the target 
language.  
This kind of CS has two functions: first, the student may not have transferred the 
meaning precisely in the target language and secondly, he/she may think that it is more 
appropriate to code-switch in order to show the teacher that the content is clearly 
understood. 
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In conflict control CS is used to avoid possible misunderstandings. To guard against 
cultural miscommunication by using a word in the target language that may not be the 
exact cultural equivalent of the one in the home language, the student switches to the 
home language or vice versa. 
 
2.4.7 A Critical Analysis of Code Switching and Code Mixing 
in Language Classrooms 
 
This subsection examines critically how the practical manipulation of CS is carried out 
and how the conditions in classrooms impact on the CS operations. Cook (2002, p. 
333) states that the use of CS in classes which do not share the same native language, 
may create problems since the teacher may not be conversant in all native languages 
of the students in the class. This may lead to a neglect of students who have a 
different native language. Of more importance in this case is the competence of the 
teacher in students' home languages. Eldridge (1996, p. 309) highlights another 
problematic area that may exist in classroom CS, namely, that the students may have 
no guarantee that their audience will be willing to share the knowledge of their home 
language. This may lead to a further temporary misunderstanding and 
miscommunication; temporary in the sense that children are generally keen learners of 
new languages they are exposed to.  
With the removal of racial stereotypes, superiority complex and other such negative 
undertones, multilingualism is not supposed to be a problem among children, since 
much of their language acquisition occurs outside the classroom.  
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Aichum (2003, p. 19) warns that excessive use of intra-sentential CS may make a 
teacher’s language appear disjointed, and damage students’ confidence in the 
teacher’s proficiency of the language. This seems to put the teacher in a difficult 
situation since it is also possible that the teacher is drawn to intra-sentential CS by the 
level of understanding of the majority of the class and not by his/her lack of 
proficiency in the target language. Mhlauli (2002, p. 211) alludes to this danger when 
she remarks: “Balanced bilinguals have the capacity to switch at lexical, phrasal, 
sentential and beyond while unbalanced bilinguals’ CS pattern ends at intra-sentential 
level.” 
 
This means that not all learners benefit equally from CS. The successful teaching using 
CS depends on the level of the learners’ understanding of both languages at play. Very 
often, in the classroom situation the unbalanced bilinguals resort to passivity due to 
lack of proficiency in the code switched languages. To address this problem in the 
classroom, the teacher has to know which group of learners benefits from intra-
sentential CS and which one is capable of understanding inter-sentential CS.  
 
Skiba (1997, p. 4) supports the existence of CS in language classrooms. He argues 
that in cases where CS is used due to an inability of expression, it enhances continuity 
in speech instead of creating interference in language.  
In his opinion, CS facilitates communication and social interaction.  He further notes 
that the use of CS builds a bridge from the known to the unknown, and may be 
considered as an important element in language teaching and learning if used 
efficiently. 
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Arguing against the “purists” who reject CS as leading to a lowering of standards, 
Adendorf (1993, p. 23) claims that switches guide the participants’ interpretation of 
academic goals and intentions as well as guiding their interpretation of social 
relationships in the class. He further suggests that teachers must be given instruction 
in the value of CS in their training. 
 
In concord with the above stance, is the position advocated by Adendorf (1993), 
Kieswetter (1995) and Skiba (1997), that CS is a valuable communicative strategy and 
an essential linguistic tool which may be used to cope with the demands of a 
multilingual society.  In support of the above pro-CS view, Sert (2005, p. 2) remarks: 
 
It should be kept in mind that a language classroom is a social group; therefore a 
phenomenon related to naturally occurring daily discourse of any social group has a 
potential to be applicable to and valid for any language classroom. 
 
Sert’s comment on invaluable classroom practical uses of CS in language teaching and 
learning re-evokes the dynamic potential of CS as a language teaching-learning tool 
outlined in this subsection. 
 
 
2.4.8 Contribution of Code Switching and Code Mixing in Language 
Development 
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How CS and CM affect the development of languages is the focus of this subsection. 
The extant literature highlighted the point that a plethora of linguistic manifestations 
have impacted on the evolution of human beings’ ability to use languages to 
communicate messages. In this context, Plüddemann et al (1998, p. 3) argue that 
English did not drop out of the sky with the terminology ready made. Like other 
languages, it developed and borrowed its terminology over a long time. This may also 
apply to African languages (Xhosa and Afrikaans included). They further stress that the 
more people teach in African languages, the faster terminology in these languages will 
be developed, borrowed, adapted and expanded.  
 
On the question of what should be done in a bilingual class, it is suggested that the 
teacher should try as far as possible to use both languages even though textbooks 
might not be available (Plüddemann et al (1998, p. 4). The South African bilingual 
schools in English and Afrikaans provide an excellent practical example on how the CS 
strategies could be used to maximise language acquisition. Approaches used in these 
schools include teaching half of the subjects in English and the other half in Afrikaans 
from the senior primary phase upwards by alternating the languages and by exploiting 
CS. This approach to teaching bilingual learners ensures that all subjects enjoy an 
equal opportunity of being taught in both languages. According to this view, it is 
entirely feasible to use this approach with any two languages, as for example with Zulu 
and English. 
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2.5  Conclusion 
 
This chapter has interrogated the concept of CS and CM from a variety of angles as 
indicated by its sections: 2.2 Lexical Determinants of Code Switching and Code Mixing, 
2.3 A Sociolinguistic Overview of the Code Switching and Code Mixing Environment, and 
2.4 Code Switching in the Teaching and Learning Context. 
 
The critical textual analysis and discussions of the relevant literature have supported the 
thesis that CS and CM have a crucial role to play in both home language and additional 
language acquisition and that bilingual language teaching and learning is enhanced 
through the application of CS-CM language acquisition strategies. O’Brien (2009, p. 2) 
reports that studies have shown that both fluent bilinguals and non-fluent language 
learners use CS.  These findings are in line with what Zabrodskaja (2007, p. 123) 
propagates: namely, that CS can be explicated as part of actual teaching methodology. 
In her study, Zabrodskaja reported that the teacher in the university classroom explains 
in Estonian, and then explains again in the Russian language, believing that repetition 
adds reinforcement and completeness of understanding. This confirms the claim that 
switching between the target language and the home language enhances understanding 
and is beneficial to the learners (see Sert, 2005, p. 2). Similarly, the research conducted 
by Probyn et al (2002, p. 36) in individual schools in Alice, East London, King Williams 
Town and Grahamstown revealed that teachers’ reports and classroom observations 
confirmed that whilst all lessons were in English, except for language lessons which 
were taught in the target language, learners were allowed to use their home language 
in groups if they did not understand, but were encouraged to revert to English. This 
method was also used in the teaching of other non-mother languages. While teachers 
81 
 
reported that they used a variety of strategies to facilitate understanding, for example, 
using visuals, explaining back, explanations given step-by step, drama or role play, 
some teachers in the intermediate phase reported that they used CS in teaching Xhosa 
in order to enhance learners’ understanding.  
 
It also transpired in this investigation (in the case study of an East London school) that 
learners used all three languages (English, Xhosa and Afrikaans) selectively on the 
school premises. The findings of the East London case study are outlined and 
commented upon as follows: “Learners said that they talked to one another on the play 
ground in all three languages, but when speaking to one another in a mixed language 
group, they used English” (Probyn et al, 2002, p.36). The fact is that even in the strictly 
English medium school environment as this one, CS still manifests itself; this is 
testimony of disparity between theory and practice in additional language teaching. This 
therefore indicates that the purists have to acknowledge the real existence of CS in 
additional language classes. 
 
Having seen the state of additional language learning and acquisition through the lens 
of current South African language policies, socio-linguistics (internationally), reasons for 
additional language learning, and the role played by CS in additional language learning, 
the question more than ever is: “What is the most efficient way to teach and learn an 
additional language?”  Should language teachers and scholars submit to the purist 
prescriptions imposed upon language teaching/learning, or should they revisit this 
methodology and transform it to become an inclusive language acquisition tool that 
meets the educational demands of the age of globalization and multilingualism? This 
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study intends, through the applicable research methodologies, to contribute towards the 
debate on this very contentious issue. 
 
CHAPTER 3 
 
RESEARCH METHODOLOGY 
 
3.1 Introduction 
 
This chapter presents the theoretical framework, research paradigm, methodology 
that underpins this study, methods, the research design, sampling procedure, data 
collection tools, validation and reliability and ethical considerations.  
 
The concern of this study is founded on an understanding of a social phenomenon 
in the classroom context, which relates to the teaching and learning of a language 
involving people who have already successfully mastered a first language. The first 
language (in the majority of instances in this research) is Xhosa (coupled with a 
reasonable understanding of English), and the additional language to be mastered is 
Afrikaans. The study focuses on educators as facilitators of the process of additional 
language acquisition, learners as the consumers of this new product, the home 
environment, educational management systems and teaching aids as the support 
services. To translate the blueprint of the research into action, an applicable 
theoretical framework was implemented together with an appropriately structured 
research design. This chapter is devoted to the theoretical framework adopted and 
the methodology applied.  
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3.2 Theoretical Framework 
 
As the term indicates, a theoretical framework locates the study within the 
appropriate theoretical paradigm that shapes and informs the research problem. If 
anything is to stand firm, it needs a frame. Henning et al (2008, p. 25) offer the 
following definition: 
 
A theoretical framework positions your research in the discipline or subject in which 
you are working. It enables you to theorise about your research. It helps you to make 
explicit your assumptions about the interconnectedness of the way things are in the 
world. A theoretical framework is like the lenses through which you view the world. 
 
In line with the definition of Henning et al (2008) as stated above, the educationalist’s 
worldview informs this study. I entered this research from an educationalist’s 
perspective and focused on the strengths and weaknesses of existing methods of 
teaching Afrikaans as an additional language. The realities of classroom practice 
compared with the realities of examinations were a springboard for the main research 
question of the study.   
 
As Henning et al (2008, pp. 25-26) put it, the theoretical framework reflects the stance 
the researcher adopts in his/her study; in other words it “frames” the study. They 
further concur with Holliday (2001), cited in Henning et al (2008, p. 26), that a 
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conceptual framework (which is treated as synonymous with theoretical framework in 
this argument) covers the main features of the research design and it is primarily a 
place where the ideology inherent in qualitative research can be addressed. He 
stresses that the qualitative researcher has to identify his or her biases and articulate 
his or her biases from the outset. He contends that there is no value-free or bias-free 
research design.  
In line with this point of view, this study is positioned within the interpretive 
paradigm and set to operate within a case study design. The main preoccupation of 
this research is to discover the subjective meanings of learners, educators and school 
managers involved in real classroom situations involving the teaching and learning of 
Afrikaans as an additional language against the backdrop of South African language 
policies that encourage the development of all official languages, and the equity of 
status that all South African languages should be accorded. 
 
Guided by the features of the interpretive paradigm, a qualitative case study of twelve 
secondary schools where Afrikaans is taught as an additional language was conducted. 
The main intention for this was to elicit from the participants’ answers about how they 
interpreted their classroom practice in comparison with what actually prevails in the 
assessment of Afrikaans Additional Language. 
 
This study is positioned within Finlayson and Slabbert’s conceptualisation of speech 
accommodation theory in which they emphasize, among other points the importance 
of meeting the addressee half way in conversation. Since teaching occurs in a 
conversational situation, this study examines the gains and losses of employing  purist 
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strategies in the teaching and learning of Afrikaans as an additional language in the 
demarcated areas of the Eastern Cape (RSA).  
  
The extensive literature review in the use of CS and CM, both in every-day situations 
and in the classroom, has provided a firm theoretical framework for this study.  
Scholars like Calteaux (1992), (Mati 2003), Giles (1971), and Finlayson and Slabbert 
(1997a) illustrate the communicative value of CS in a multilingual setting. 
 
3.3 Research Paradigm 
 
 Before focusing on the research paradigm that informed this study, it will be 
appropriate to first explain what the term “paradigm” refers to in the research 
world. Nieuwenhuis (2008b, p. 47) defines paradigm as “a set of assumptions or 
beliefs about fundamental aspects of reality which gives rise to a particular 
worldview – it addresses fundamental assumptions taken on faith, such as beliefs 
about the nature of reality (ontology), the relationship between knower and the 
known (epistemology) and the assumptions about the methodologies”. In line with 
this assertion is Johnson and Christensen’s (2008, p. 600) claim that a paradigm is 
a perspective about research held by a community of researchers that is based on 
a set of assumptions, concepts, values, and practices. Mwanje (2001a, p. 83) adds 
that a paradigm could be referred to as a scientific paradigm, so as to include not 
only the accepted theories and findings of the field, but also the preferred 
methodologies. There are, therefore, a variety of paradigms through which 
researchers perceive reality; examples are apartheid, Socialism, Marxism, 
Colonialism and Tribalism. The following discussion highlights only two paradigms 
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by way of introducing the paradigm that underpins this study: positivism and post-
positivism. 
  
3.3.1  Positivism 
 
                   According to McMillan (2008, p. 4) positivism and post-positivism are based on the 
assumption that phenomena should be studied objectively with the goal of obtaining a 
single true reality, or at least a reality within known probabilities. The goal of obtaining 
a single true reality however, is bent towards positivism, while the latter goal (of 
obtaining at least a reality within known probabilities), is bent towards post-positivism, 
because it is difficult for a study that is designed along a post-positivistic paradigm to 
reach a single true reality, since it relies on people’s opinions. 
 
            Mwanje (2001a, p. 19) reports that the quantitative approach is based on the 
positivist or neo-positivist philosophy. According to this school of thought, reality is 
objective, simple and positive, and consists of sense impressions; there is one reality 
and truth in nature; humans are determined by their social world. Henning et al 
(2008, p. 3) add that in the quantitative paradigm the focus will be on control of all 
the components or variables and the study will be guided by an acute focus on how 
variables are related. There is no freedom for the respondents to express data that 
cannot be captured by the predetermined instruments.   
 
            These scholars further argue that in a positivistic worldview of the world, science is 
seen as the way to reach the truth, to understand the world well enough so that it can 
be controlled by a process of prediction. This point of view posits that a positivist 
paradigm operates by laws of cause and effect. To them the truth is something that 
can be empirically measured (Henning et al, 2008, p. 17). Personal insights and 
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emotions are not taken into consideration in this paradigm. According to this 
paradigm, experimentation and control of variables plays a major role. 
In this research, however, the experimental component was not used, instead, 
grounded theory was used in a post-positivistic way to examine and assess variables 
and their relationships in situations where quantitative measurements and statistical 
controls were not desirable.  
 
 
3.3.2  Post-positivism 
Guba and Lincoln (1994 cited in Nieuwenhuis, 2008b, p. 65) point out that 
“[r]esearchers working within a post-positivist paradigm follow a critical, realist 
ontology”. According to their point of view, reality does exist, but it can never be 
perfectly understood. To them, objectivity is an ideal that can never be achieved, and 
research is conducted with a greater awareness of subjectivity.  
Nieuwenhuis (2008b, p. 65) points out that the post-positivist perception of reality or 
truth is that it is multiple, subjective and mentally constructed by individuals. Post-
positivist researchers maintain that reality is influenced by the context. For them 
objective reality (positivism) is part of reality and not absolute reality. Post-positivist 
researchers are bent on establishing and searching for evidence that is reliable and valid 
when tested against the context or the existence of phenomena rather than 
generalization.  
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                 The post-positivist elements in this research relate to broader meanings associated with 
data and, in general, deal with matters of an interpretivistic nature. The respondents are 
studied in their natural setting. The short answer responses they provide are then 
followed up with qualitative questions to find out why and how they perceive their world 
the way they do.  
This research investigates how different aspects of CS manifest themselves, or are 
constituted by subjective meanings of individuals and intersubjective processes such as 
discourses (between teachers and learners in the classroom). It also investigates the 
school managers’ position for or against CS in the teaching of Afrikaans Additional 
Language. This then takes us to the interpretive paradigm according to which this study 
is designed. 
 
3.3.3  Interpretive Paradigm 
Tracing the history of the interpretive paradigm, Henning et al (2008, p. 19) report that 
by the mid-20th century there was a shift away from positivism to studies that aimed to 
capture the lives of participants in order to understand and to interpret the meaning. 
With the development of this research philosophy, many methodologies developed. This 
led to the importance of the inquirer as co-creator of meaning instead of a neutral, 
objective observer. 
According to Nieuwenhuis (2008b, p. 58), the interpretive paradigm has its roots in 
hermeneutics, the study of the theory and practice of interpretation.  “Interpretive 
studies generally attempt to understand phenomena through the meanings people 
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assign to them” Nieuwenhuis (2008b, p. 59). Interpretive research, which is 
fundamentally concerned with meaning, seeks to understand social members' 
description of a situation (Schwandt, 1994, p. 118).  In terms of this view, the truth is 
relative to meaning within certain contexts or perspectives i.e. what is seen to be true 
for a particular situation might be perceived differently in another context. There are 
many interpretivist and constructionist genres, but the main feature of all of these has 
been a concern with subjective meanings. The subjective meanings include how 
individuals or members of society apprehend, understand and make sense of social 
events and settings (the idea of interpretation) and how this sense making produces 
features of the very settings to which sense making is responsive.  
In addition to the above explanation, Nieuwenhuis (2008b, pp. 59-60) claims that the 
interpretivist perspective is based on the following five assumptions that are discussed 
below: 
 
The first assumption, which is that human life can only be understood from within, is 
based on the notion that human life cannot be observed from some external reality. The 
scholars who support this perspective rely on how people construct the social world 
around them, how they share meanings and how they relate to one another. 
 
Nieuwenhuis (2008b, p. 59) further observes that social life is a distinctively human      
product. This assumption maintains that the best results of research may be obtained if 
people are studied in their social contexts, because each context is unique and the 
people have their unique ways of interpreting their social environment. 
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Thirdly, it is assumed that the human mind is a purposive source or origin of meaning. 
This assumption contends that when scholars study phenomena, they easily detect the 
meanings imparted by people in relation to such phenomena and this assists them to 
discover how meanings were formed and imparted to the phenomena. Consequently, 
the scholars gain insights into the meanings imparted and arrive at full comprehension 
of the whole.  
 
The fourth assumption asserts that human behaviour is affected by knowledge of the 
social world. The interpretivists hold the view that there are multiple realities of social 
phenomena and these can differ across time and space. They maintain that social 
theory informs human understanding of issues, which, in turn, assists scholars in 
making research decisions and making sense of the world. 
 
Lastly, Nieuwenhuis’s (2008b) fifth assumption asserts that the social world does not 
“exist” independently of human knowledge. The very questions researchers ask are 
influenced by their limited knowledge of the world, their experiences and their exposure. 
The world, therefore, cannot be seen as an independent external entity that is not 
impacted by our knowledge and understanding (adapted from Nieuwenhuis, 2008b, p. 
60).  
 
            On the basis of his five assumptions on social reality, Nieuwenhuis concludes that the 
ultimate aim of interpretivist research is to offer a perspective of a situation and to 
analyse the situation under study to provide insights into the way in which a particular 
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group of people make sense of their situation or the phenomena they encounter. Having 
chosen the paradigm for the study, I now move to the research methodology.   
 
3.4  Research Methodology 
 
This section begins by establishing the distinction between a “research design” and 
“research methodology”. While the “research design” is a plan or blueprint of how a 
researcher intends to conduct the research, “research methodology” consists of the 
methods, techniques and procedures deployed in the implementation process of the 
research design in order to solve the research problem (Babbie and Mouton, 2004, p. 
74). Research methodology, therefore, may be defined as “the methods, techniques, 
and procedures that are employed in the process of implementing the research 
design or research plan, as well as the underlying principles and assumptions that 
underlie their use” (Babbie and Mouton, 2004, p. 647). 
 
Methodology, therefore, culminates in techniques and procedures/processes used in 
the process of gathering data. Methodology means the philosophy of the research 
process. This includes the assumptions and values that serve as a rationale for the 
research and the standards or criteria the researcher uses for interpreting data and 
reaching conclusions. The views outlined above are elucidated and expanded on by a 
comment made by Cohen and Manion (1994, p. 39), who have quoted Kaplan’s 
(1973) suggestion that methodology seeks to: 
 
  Describe and analyse these methods, throwing light on their limitations and 
resources, clarifying their presuppositions and consequences, relating their 
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potentialities to the twilight zone at the frontiers of knowledge. It is to venture 
generalizations from the success of particular techniques, suggesting new 
applications, and to unfold the specific bearings of logical and metaphysical principles 
on concrete problems, suggesting new formations.  
 
Cohen and Manion (1994, p. 38) further claim that the aim of methodology is to 
help researchers to understand not the product of scientific enquiry only, but also 
the process itself. Anderson (1990, p. 107) endorses the above viewpoint when he 
states that a research method is an approach devoted to addressing a research 
question or problem. He compares methodology with fine cooking for which many 
approaches are employed to create a particular product. He also notes that some 
scholars are capable of combining approaches and improvising models depending 
on the challenges at hand. It is clear from the reviewed literature that some 
methods serve the objectives of a study better than others. In some cases one 
particular method can actualize the purpose of the study while in other instances a 
combination of applicable methods is needed to achieve the desired outcomes. 
When existing methods do not fit the study, a researcher has to adjust these 
methods or design unique approaches to obtain meaningful data. Having highlighted 
the general understanding of methodology, I now move to the methodology 
applicable to this study. 
 
Based on the interpretive paradigm that underpins this study, the most appropriate 
methodology that will be employed throughout the research is qualitative 
methodology.  
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3.5 Methods 
 
Cohen and Manion (1994, pp. 38–39) perceive methods as the range of 
approaches used in educational research to gather data which are to be used as a 
basis for inference and interpretation, explanations and prediction. According to 
Cohen and Manion (1994, p. 38), “traditionally” method “refers to those techniques 
associated with the positivistic model – eliciting responses to predetermined 
questions, recording measurements, describing phenomena and performing 
experiments”. Methods do not only apply to normative research as the above 
description seems to suggest. Its meaning also encompasses those approaches 
associated with the interpretive paradigm such as participant observation, role-
playing, non-directive interviewing etc. As the topic suggests, the main focus of this 
study is CS in the Afrikaans classroom. Throughout this study, five major actors are 
at play, i.e. the subject, teaching strategies, the learners, the educators and school 
managers. The methods that were used in this study aimed at obtaining from the 
respondents information that would attempt to address the research questions of 
the study.   
 
 
To justify the choice of a method this study will employ, it is first necessary to 
distinguish between quantitative and qualitative methods. According to Bailey 
(1982, p. 62) qualitative attributes have labels or names rather than numbers 
assigned to their respective categories. He argues that any attribute that we 
measure in numbers we call a quantitative attribute or variable. He further explains 
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that the qualitative variables can be labelled with numbers rather than names, but 
the numbers are not used for calculation, i.e. they cannot be added, subtracted, 
divided, or multiplied; for example, in the case of naming room numbers, you 
cannot add room number 201 to room number 302 the way one would add 202 
pounds plus 110 pounds. 
  
Henning et al (2008, p. 3) presents the following distinction between qualitative and 
quantitative research: “In a quantitative study the focus will be on control of all the 
components in the actions and presentations of the participants.” In this way the 
respondents are usually restricted to present data in such a way that it can be 
captured by the “predetermined instruments”. According to Denzin and Lincoln 
(2008, p. 14), quantitative studies emphasize measurement and analysis of causal 
relationships between variables, not processes.   
 
Qualitative research, on the other hand, allows freedom and natural development of 
action and presentation since this is exactly what the researcher wants to capture. 
“We do not just look at the actions of human beings, such as their speech and 
writing, but we also try to find out how they represent their feelings and thoughts in 
those actions” (Henning et al, 2008, p. 3).  Mwanje (2001a, p. 17) states that 
qualitative research (which is based on a post-positivist paradigm) is concerned with 
offering specialised techniques for obtaining in-depth responses about what people 
think, do and feel. This notion is confirmed by Sherman and Webb (1995, p. 4) in 
their assertion that qualitative research is interested in the motives and aims, not 
just the behaviour of those who are studied. This state of affairs calls for the design 
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of this research to accommodate qualitative data and relevant data collection tools 
to solicit information that will bring to the fore the respondents’ opinions. Of great 
importance is that in qualitative inquiry, human behaviour is shaped in context and  
events cannot be understood if isolated from their contexts (Shimahara, 1995 cited 
in Sherman and Webb, 1995, p. 5). In support of the above assertion, Denzin and 
Lincoln (2008, p. 14) state that: 
 
The word qualitative implies an emphasis on the qualities of entities and on 
processes and meanings that are not experimentally examined or measured (if 
measured at all) in terms of quantity, amount, intensity, or frequency. Qualitative 
researchers stress the socially constructed nature of reality, the intimate relationship 
between the researcher and what is studied, and the situational constraints that 
shape inquiry. They seek answers to questions that stress how social experience is 
created and given meaning. 
 
The comment by Denzin and Lincoln (2008, p. 14) on what attributes differentiate a 
qualitative research approach from quantitative research, is further illuminated by 
Bodgan and Biklen (1992) as cited in Tuckman (1994, p. 366). They describe the 
features of qualitative research as follows:  
 
 
1. The natural setting is the data sources and the researcher is the 
key data-  
 collection instrument; 
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2. It primarily seeks to describe and to analyse is only secondary; 
3. The concern is with process, that is, with what has transpired as 
much as with          product or outcome; 
4. Its data are analysed inductively, as in putting together the 
parts of a puzzle; 
5. It is essentially concerned with what things mean, that is, the 
why as well as the    what. 
 
Greene (1984 cited in Sherman and Webb, 1995, p. 4) defines qualitative research as 
an effort to comprehend not only the methods of cultural arrangements, but also the 
way in which those arrangements are experienced by individuals.  Shimahara (1995) 
as cited in Sherman and Webb, (1995, p. 5), posits that human behaviour is shaped 
in context and that events cannot be entirely understood adequately if separated 
from their contexts as in empirical research. This view is in line with Sherman and 
Webb’s (1995, pp. 5-7) claim that the contexts of inquiry are natural and must be 
taken as they are found without constructing or modifying them. They also observe 
that experience is to be taken and studied as a whole together with all the related 
features of experience. Again they maintain that qualitative research implies a direct 
concern with experience as it is “lived” or “felt” or “undergone” – a commentary that 
aptly sums up the views outlined above. The qualitative research investigation 
should, therefore, in their opinion, “transport the reader to the scene, convey 
pervasive qualities or characteristics of the phenomenon and evoke the feeling and 
nature of the educational experience”. Lincoln and Guba (1985) concur with this 
opinion as they name qualitative research “naturalistic inquiry”. Another feature of 
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qualitative inquiry is judging or appraising.  In their explication of this qualitative 
feature, Sherman and Webb (1985, p. 7) observe that: 
 
Judging is an appraisal of the qualitative situation, the relation of parts and whole, 
and an indication of the potentialities that can be sought from the actualities. Judging 
is a means of keeping the enquiry going and for keeping it pertinent to the problem 
and its solution. 
 
Since this study is qualitative in nature, qualitative methods were employed 
throughout the study. For the sake of clarity regarding qualitative methods, a brief 
discussion of a few selected qualitative methods follows below. 
 
 Grounded Theory 
Charmaz (2002 cited in Henning et al, 2008, p. 115) notes that grounded theory 
methods consist of flexible strategies for focusing and expediting qualitative data 
collection and analysis. He further explains that these methods provide a set of 
inductive steps that successfully lead the researcher from studying observable 
behaviour to a conceptual understanding of why such behaviours do happen. This 
gives the respondents the opportunity to explain why they feel and behave the way 
they do. According to Johnson and Christensen (2008, p. 410), grounded theory is a 
general methodology for developing theory that is grounded in data systematically 
gathered and analysed. To explain this, they give the following example: ”[I]f 
someone outside of education wanted to learn about teaching, this person could go 
to a real classroom, observe a teacher for several weeks, and then draw some 
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tentative data-based conclusions about teaching.” Thus, the theory is inductively 
derived. Henning et al (2008, p. 117) take this argument further by contending that 
theories are not just lists of findings, but are coherent arguments that explicate and 
explain social processes and phenomena. This means that for a research venture to 
culminate in a theory it needs repeated refining, hence they stress “a thorough 
grounded theory study is thus a deeply reflexive activity and cannot be completed in 
a blitzkrieg style”.   
 Ethnography 
Johnson and Christensen (2008, p. 395) report that ethnography is one of the most 
popular approaches to qualitative research. It transpires in their definition of 
ethnography that it is concerned with writing about people and its focus is people’s 
cultures. They develop records and documents of aspects like shared attitudes of the 
group under study, values, norms, practices and ways of interaction. The scholars of 
ethnography are interested in describing the culture of a group of people and also 
learn from those people about how it feels to be a member of their group. They go 
deep into studying a particular group, how it formed itself into an organised group 
and how its members communicate. Henning et al (2008, p. 42) concurs with this 
assertion and adds that the group must be clearly identifiable and their life studied 
over a period of time. The major difference between ethnography and case study is 
that while ethnography also uses survey interviews, it cannot be completed in brief 
inquiries. This means that ethnographers need a prolonged everyday contact with 
their subjects. Since this study has a fixed time for completion it does not lend itself 
towards ethnography.   
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 Phenomenology 
 
             Phenomenology has to do with an individual’s consciousness about his or her 
previous experiences. Naturally, the manner in which a person perceives reality is 
always guided by his or her previous experiences. Johnson and Christensen (2008, 
p. 395) define phenomenology as referring to one or more individual’s 
consciousness and experiences of a phenomenon, such as death of a loved one, 
viewing oneself as a teacher, the act of teaching, the experience of being a minority 
group member, or the experience of winning a soccer game. Such consciousness 
and experiences become so engraved in a person’s mind that it is not possible to 
erase them. The aim of phenomenological research, they say, is to gain an entrance 
into your participants’ worldview, i.e. to understand their personal meanings. This 
includes their assumptions about their lived and observed experiences. The World 
Book Encyclopedia (1996, p. 361) holds that phenomenologists divide experience 
into two parts. The first part consists of the objects of consciousness (the things of 
which one is conscious), for example, material objects, ideas, and wishes, and the 
second part consists of the acts of consciousness such as perceiving, thinking, 
believing and desiring. Alfred Schutz (1970 cited in Babbie 2007, pp. 294-295) 
argued that “reality was socially constructed rather than being ‘out there’ for us to 
observe”. According to this stance, people describe their world not as it is, but as 
they make sense of it. The weakness of this approach is that in their reports, 
phenomenologists did not tell us how and why certain things make sense to the 
participants (Babbie 2007, p. 295). This then deprives the researchers of the 
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opportunity to rely on their subjects’ stories as depicting social realities accurately. 
For this reason, this study will not use phenomenology. Having seen the strengths 
and weaknesses of the above designs, case study appears to be the most 
appropriate method for this study, especially since this study has a fixed time for 
completion, and therefore, a design that needs a long time for interaction with the 
subjects would not suit this study.  
 
 Case Study  
 
 Ragin and Becker (1992 cited in Babbie 2007, p. 298) point out that there is little 
consensus on what may constitute a “case”; as such, the term is used broadly. For 
example, a case studied may be a period of time rather than a particular group of 
people. For Denzin and Lincoln (2008, p. 119) case studies are a common way of 
doing qualitative inquiry. They maintain that the case study is not a methodological 
choice, but a choice of what is to be studied. In this regard, they argue that if case 
study research is more humane or in some ways transcendent, it is because the 
researchers are so, not because of the methods – “[B]y whatever methods, we 
choose to use to study the case” (2008, p. 119). According to Nieuwenhuis (2008c, 
p. 75) “[t]he term ‘case study’ has multiple meanings. It can be used to describe a 
unit of analysis (e.g. a case study of a particular organisation) or to describe a 
research method”. McMillan (2008, p. 288) confirms this point of view as he states 
that a case study is an investigation of one entity, which is carefully defined and 
characterised by time and space. He further asserts that this single entity could be a 
single school or a number of schools and in a single study there may be one or 
multiple cases. 
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Viewing case studies from an interpretivist point of view, Nieuwenhuis (2008c, p. 
75) maintains that “the typical characteristic of case studies is that they often strive 
towards a comprehensive (holistic) understanding of how participants relate and 
interact with each other in a specific situation and how they make meaning of a 
phenomenon under study”. For this study, case method is found to be most fitting 
in that the participants are studied in their real-life context and they are given 
opportunity to give meaning to their own situation. In this research the case under 
investigation is the incumbents of twelve schools drawn from a population of forty- 
nine secondary schools that offer Afrikaans Additional Language in the OR Tambo 
District of the Eastern Cape (RSA). It is not the aim of this study to generalise the 
findings of this research since the sample used cannot be regarded as 
representative of all situations where Afrikaans is taught as an additional language 
in the Eastern Cape (RSA). As McMillan (2008:289) puts it: “[T]he best to hope for 
is that the readers will come to their own conclusions regarding generalizability.”     
 
 
      3.6 Research Design 
 Denzin and Lincoln (2008, p. 33) state that a research design describes a flexible 
set      of guidelines that connect theoretical paradigms first to strategies of inquiry 
and second to methods for collecting empirical materials. Nieuwenhuis (2008c, p. 
70) and Henning et al (2008, p. 30) state that a research design is a plan which 
moves from the underlying philosophical assumptions to specifying the selection of 
respondents, the data collecting techniques to be used and the data analysis to be 
done, how data will be interpreted, and how issues of ethics, validity and reliability 
will be handled. In concord with this standpoint, is what McMillan and Schumacher 
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(1993, p. 157) say, and that is that “[t]he design shows which individuals will be 
studied, when, where, and under which circumstances they will be studied”. They 
also claim that the goal of a sound research design is to provide results that are 
judged to be credible. In line with the above assertions is Mouton’s (1996, p. 107) 
opinion that a research design is like a route planner. “It is a set of guidelines and 
instructions on how to reach the goal that I have set for myself”. To further clarify 
this point of view, Mouton (1996, pp. 107-108) makes an analogy of a journey 
planner. He states that when he plans a journey, he must consider the best route by 
means of which to reach the end of the journey. He must determine in advance 
such factors as time of the year, costs, mode of transportation and the route. Of 
utmost importance is that the itinerary should meet his time, safety and resources.   
 
Nieuwenhuis (2008c, p. 70) adds that what fashions the research design are “the 
researcher’s assumptions, research skills and research practices”. The way in which 
data will be gathered and analysed also relies on these researcher attributes. This 
will further inform the methods to be used.  
 
3.7  Data Collection Instrument 
 
                   3.7.1  The Researcher 
                      
            Cantrell (1993 cited in Mabovula 2008, pp. 168-169) points out that the primary 
instrument for qualitative methods is the inquirer himself. He takes this argument 
further by claiming that the human instrument may use other instruments to collect 
qualitative data, for example, a list of interview questions, an observational checklist 
or a traditional paper and pencil and many others. This assertion is supported by 
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Nieuwenhuis (2008b, p. 60) in his claim that the researcher becomes the instrument 
through which the data is collected and analysed. By the same token, I collected, 
analysed and interpreted the data of this study. 
 
             
 
3.7.2  The Questionnaire 
 
            Bell (1993, p. 76) points out that questionnaires are a good way of collecting certain 
types of information quickly and relatively cheaply as long as subjects are sufficiently 
disciplined to abandon questions that are superfluous to the main task. Bailey (1982, 
p. 111) suggests the following order for the design of a questionnaire or research 
schedule, “[o]nce the concepts and hypotheses have been carefully formulated and a 
good sample drawn, the next link in the research chain is the data-collection 
instrument”.  
 
            To cater for the elimination of superfluous, unclear and ambiguous questions, 
questionnaires need thorough scrutiny before they are administered to the 
participants so that completion thereof is easy and clear. In concord with this claim 
Vithal and Jansen (1997, p. 26) state that instruments, e.g. questionnaires, are often 
piloted to check for clarity and meaning. Bailey (1982, p. 111) defines questionnaires 
as an instrument that is generally mailed or handed to the respondent and filled in by 
him or her with no help from the interviewer and the interview schedule as an 
instrument that is not given directly to the respondent, but is filled in by the 
interviewer who reads the questions to the respondent. For this study, interview 
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schedules and qualitative questionnaires will be used to collect data from the 
respondents.  
 
Both instruments (questionnaires and interview schedules) will be so designed as to 
meet the following criteria, as suggested by Bailey (1982, p. 111) and Cantrel (1993 
cited in Mabovula, 2008, p. 168) respectively:  
                                         
- questionnaires should be relevant to the goals of the study and 
questions should be relevant to the respondents;  
-  instruments should be tied to the purpose of the study and the 
structure of the design. 
 
With this in mind, Bailey (1982, p. 114) suggests that it is important for the 
researcher to ask himself or herself the following questions before constructing the 
questionnaire: Is the item relevant for the study? How will answers be analysed?  If 
the researcher cannot establish beforehand how the data will be used, it is advisable 
not to ask the question. Consequently, three questionnaires were designed for the 
educators, the learners and the school managers.    
 
The questionnaires for all categories of the respondents (learners, educators and 
school managers) consisted of both closed questions and open-ended questions. 
Though closed questions were more focused on what I wanted to cover, it became 
necessary to include open-ended questions in this study since it was aimed at 
establishing opinions of respondents regarding the use of CS as a teaching-learning 
strategy for the non-mother tongue language (Afrikaans) in question.  
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The structured questionnaires sought to address biographical data, 
subjects’/respondents’ attitudes towards Afrikaans as an additional language, 
Afrikaans language development, methodology applied in the classroom, exposure to 
Afrikaans, access to resources, examination issues and communication skills in 
general.  
 
3.7.3 The Interviews 
 
An elaborate discussion on interviews is provided in Section 3.9. 
  
       3.8  Sampling 
       
Because it is impossible to study the entire population, researchers often settle for  
sampling. Mwanje (2001b, p. 27) defines sampling as the process involving the 
selection of a finite number of elements from a given population of interest, for 
purposes of inquiry. He perceives it as a subset or portion of the total population.  
 
   There are different types of sampling strategies like simple random sampling (Mwanje   
2001b, p. 30), systematic sampling, stratified random sampling, cluster sampling - all  
these fall under probability sampling, versus non-probability sampling which comprises 
the following: convenience sampling, dimensional sampling, purposive sampling, and 
snowball sampling  (Bailey 1982, pp. 91-99). For this study, purposive sampling was 
deemed most appropriate. The reason for this was that not all schools of the 
demarcated area of this study offer Afrikaans as a school subject. The choice of 
participant schools was therefore guided by the availability of Afrikaans Additional 
Language in the schools. 
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 Bailey (1982, p. 99) explains that in purposive sampling or judgmental sampling the 
investigator does not “just pick the nearest warm bodies, as in convenience sampling”. 
He/she uses his or her own judgment about which respondents best suit the purpose 
of his or her study. Maree and Pietersen (2008, p. 178) attest to this notion when they 
claim that this sampling method is used in special situations where the sampling is 
done with a specific purpose in mind.  
           In this kind of sampling the researcher only focuses on a particular target group and 
selects respondents accordingly. 
 
       Since the inquirer wanted to study a teaching strategy her respondents were school      
incumbents in the form of educators, learners and school managers. These 
respondents were selected because of their daily contact with the syllabus, subject 
(Afrikaans in this case) and methods employed in teaching. So the questions were 
within their scope of understanding. The experiences they live are extracted by means 
of research tools (interviews and questionnaires) enabling the researcher to interact 
with the respondents’ worldview, the meanings they attach to Afrikaans teaching 
methodologies, resources and their exposure to Afrikaans and how these impact the 
acquisition of this language.   
 
       The population for this study consisted of forty nine high schools of the O R Tambo 
district (in the Transkei region of the Eastern Cape – RSA) that offer Afrikaans as an 
additional language. In line with Maree and Pietersen’s (2008, p. 178) definition of 
purposive sampling, twelve high schools (24% of the population) where Afrikaans is 
taught as a non-mother tongue were purposefully selected as a sample for the study. 
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Since the main focus of the study is to investigate the merits or demerits of using CS 
as a teaching-learning strategy for Afrikaans Additional Language, only schools that 
offer Afrikaans as an additional language were selected for this research.  
 
The four senior secondary schools where data for the preliminary study had been 
collected, as mentioned in Chapter 1, formed part of the 12 purposefully selected 
schools. At least one educator per school teaching the relevant subject, all school 
managers of the selected schools and a random sample of Afrikaans learners in the 
selected schools were targeted for interviews. 5% of Afrikaans learners were randomly 
selected from each class in a school for the purpose of interviews. 5% was chosen due 
to time constraints and the distance between the schools that had to be covered 
during the data collection period.   
 
       3.9  Research Process  
            
Permission was sought from the Provincial Department of Education in writing for the 
research to be conducted in the purposefully selected schools of the OR District 
(Eastern Cape – South Africa). Informed consent was sought from the school 
managers, the educators and the learners to participate in the study.  For most 
schools, personal appointments were made to explain the purpose, methodology and 
duration of the study. 
 
All categories of respondents in those schools were subjected to the structured 
questionnaires. A total of about 13 educators (in one of the schools two educators 
responded to the questionnaire) and about 279 learners were used as subjects of the 
study. The reason why schools were selected purposively was that not all schools 
offered Afrikaans as a subject. Therefore, the schools where Afrikaans was taught at 
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all levels were included in the sample on a purposive basis so as to serve the purpose 
of the study.  Another factor that was considered in this regard was accessibility of the 
target schools for the research. The sample consisted of schools from remote rural 
areas as well as schools from urban areas where, in most cases, educators were well-
trained Afrikaans mother tongue speakers. Urban schools had better facilities than 
rural schools.  
 
As I was paying repeated visits to the sample schools I had varying experiences. 
Firstly, some of the schools in the rural areas had a serious lack of physical resources 
like Afrikaans books, magazines and newspapers.  
In one school I was asked to please bring Afrikaans material that I would find relevant 
for Grades 10 to Grade 12 because there was nothing for Afrikaans in the library. This 
state of affairs was evidenced by the learners’ acute lack of proficiency in Afrikaans. 
Another important observation was that in most rural schools only one educator was 
handling all levels of Afrikaans whilst in the urban schools each level had its own 
educator. All Afrikaans educators in the rural schools were second language speakers 
of Afrikaans while in the urban schools some of the educators were mother-tongue 
speakers of Afrikaans.   
 
3.9.1  Interviews 
When the questionnaires were handed to the participating schools, I first conducted 
interviews with all the educators that taught Afrikaans, a randomly selected number of 
learners and the school managers. The interview questions were derived from the key 
opinion-seeking questions of the structured questionnaires of the three categories of 
respondents. This was done so as to enable me to compare the responses of the 
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interviews and those of the questionnaires in order to ensure validity and reliability.  
Secondly, it was done to make up in advance for those questions that some 
respondents might not answer in the questionnaire. As Bailey puts it, one of the 
advantages of interviews is “to ensure that all questions are answered” (Bailey, 1982, 
p. 183). After the interviews I asked the educators to distribute the questionnaires to  
their respective Afrikaans learners. 
 
Interviews were used in order to draw from the respondent the narratives that would 
inform me of the deep-seated and honest feelings of the respondents. This is the element 
that the questionnaires were unable to cover and yet it is very important as “the 
interviewer is present to observe non-verbal behaviour and to assess the validity of the 
respondent’s answers” (Bailey, 1982, p. 182). This point of view is in line with Webster 
and Mertova’s (2007, p. 16) claim that “[a] concern for the narrative brings to the 
forefront features of the learner’s thinking and learning needs that may have been   
neglected through more traditional research methods”. In the same vein, Bell (1993, p. 
91) maintains that the major advantage of the interview is its adaptability. It enables the 
interviewer to probe responses and investigate motives and feelings, an attribute that is 
missing in the questionnaires. As was indicated earlier, this study seeks to discover the 
opinions of the respondents about the inclusion or rejection of CS as a teaching-learning 
strategy; the narratives from both the interviews and the questionnaires were of great 
assistance in this regard.  
 
Thirdly, interviews were used to make sure that all questions were answered, as has  
already been stated above. Since the interviewer is present during interviews, there is no 
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chance that certain questions will not be answered. Again the interviews enable the 
interviewer to explain the questions that might not be clear to the respondents (Bailey, 
1982, p. 183) and (Webb and Austin, 2009, p. 33). 
  
Throughout the study one-to-one qualitative interviews were used. The interview 
questions were open-ended to allow the respondent to express himself or herself freely. 
The main reason for one-to-one interviewing was that in the majority of schools there 
was only one Afrikaans educator and the number of the randomly-selected learners was 
manageable since in the majority of schools there were only a few Afrikaans learners. 
This situation was, therefore, not conducive for focus groups. Though time consuming, 
this type of interview is important in that the interviewer obtains individual opinions. No 
respondent is tempted to imitate his or her friend.  
This position is confirmed by Webb and Austin (2009, p. 33) as they state that face-to-
face interviews are advantageous in that they enable the participants to express their 
perceptions and feelings honestly, while group interviews might be intimidating for some 
participants who might feel pressured to concur with others in the group. I now move to 
the interview procedure. 
 
Interview Protocol 
 
Nieuwenhuis (2008a, p. 103) points out that in the analysis of narratives, the 
researcher tracks sequences, chronology, stories or processes in the data, keeping in 
mind that most narratives have a backwards and forwards nature that needs to be 
unravelled in the analysis. In line with this assertion, the narratives were first classified 
according to their informational content and similarities and given themes per each 
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category of responses. This thematic arrangement facilitated the analysis of the 
narratives.  
      The responses were arranged thematically as follows:  
 Learners  
- Exposure to Afrikaans 
       The following questions were asked to check the learners’ exposure to 
Afrikaans: 
        “At what grade did you start learning Afrikaans?” 
       “Do you speak Afrikaans both at school and at home?” 
       - Resources for Afrikaans teaching 
              To determine if the learners had any resources available for learning 
Afrikaans, the          
 following question was asked: 
“Do you have any literature for independent reading? 
     If not, explain why:  
___________________________________________________” 
         To establish congruence between classroom practices versus 
assessment, the learners were asked: 
       “Are you allowed to mix languages during Afrikaans periods?” 
 
“When writing examinations, are you awarded marks if you mix 
languages?” 
       - Value of Afrikaans in the world of work: 
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       The following question was asked to check if the learners saw any 
value in knowing Afrikaans in the world of work: 
       “Do you think you are better equipped in the world of work if you 
know Afrikaans?” 
        “Do you think Afrikaans is an inevitable language in the world of 
work?” 
 
        The following question aimed at finding out whether CS occurs during 
teaching: 
         “When it becomes difficult to answer in Afrikaans, are you allowed 
to answer in another language? 
 
   The following excerpt is an example of a conversation from the 
student’s research text that was captured by me during interviews: 
 
           
 Researcher: Do you speak Afrikaans both at home and at school? 
           Liz: No, both at home and in my neighbourhood there are no 
people who speak Afrikaans. I only come across Afrikaans at 
school during Afrikaans lessons. 
           Researcher: Are you allowed to mix languages in class and during 
assessment?          
           Liz: Yes, during class proceedings I do mix, but if I mix in 
assessment I get penalized. 
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           Researcher: Do you understand when the educator speaks only 
Afrikaans when teaching?  
             Liz:  Not always. Sometimes I get lost. 
             Researcher: Do you have any literature for independent reading? 
             Liz: The only independent reading materials at my disposal are a 
few old newspapers and magazines that our educator occasionally 
puts in our library. We do not have Afrikaans readers as we do in 
English and Xhosa. I may say eh ….. Our library is empty in as far 
as Afrikaans is concerned.  
 
        Educators 
 
       - Methodological questions 
               To establish what prevalent language teaching method the educator 
was using in the   classroom, the following questions were asked: 
       “Do you use Afrikaans only when teaching Afrikaans as an additional 
language?” 
       “Give reasons for your answer.” 
       - Professional development 
            To determine professional development of educators the following questions 
were asked: 
 “Are there any departmental initiatives to develop the teaching of Afrikaans? 
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If yes, please specify the departmental activities in this regard. 
_______________________________________________________
________” 
- Physical/material resources  
“Is your library well resourced with Afrikaans reading material?” 
“Do you have enough human resources for the teaching of 
Afrikaans in your district?” 
  - General 
“Do you think Afrikaans is highly valued in the world of work?” 
“Give reasons for your answer.”  
 
School managers 
 
-  Resources 
            “Do you have enough Afrikaans educators in your district?” 
                 “What kinds of material resources are devoted to the teaching of 
Afrikaans in your school?” 
- Professional development of Afrikaans educators 
“What is done to promote professional development of Afrikaans 
educators?” 
- Afrikaans development 
“What initiatives does the Department of Education take to 
develop the teaching of      Afrikaans?” 
- Afrikaans representation in the school   
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            “Is Afrikaans fairly presented in your school in terms of registered 
students? 
If not, what do you think is the reason?”  
______________________________________________________
______ 
 
3.9.2 Questionnaires 
 
I delivered the questionnaires by hand to all twelve selected schools. On arrival at 
each school, I first conducted face-to-face interviews with the school manager, the 
educator and a randomly selected number of learners. After that one set of  
questionnaires was distributed to all learners that do Afrikaans Additional Language, 
one was given to the educator/s teaching Afrikaans Additional Language and another 
one to the school manager. The questionnaires were collected later, i.e. during the 
second visit to the participating schools.     
 
Each questionnaire contained both the short questions that solicited a “Yes”, “No”, 
and “Sometimes” responses, and open-ended questions that sought opinions of the 
respondents. 
 
After the structured questionnaires were collected, I selected the short (“Yes”, “No”, 
“Sometimes”, “I don’t know”) responses from all these categories of respondents and 
analysed them systematically by means of the SPSS data analysis package/model. 
The results of this analysis were then interpreted qualitatively in Chapter 4 in order to 
get a clear understanding of the phenomenon under investigation.  
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3.10  Validation and Reliability 
 
The honesty and reliability of questionnaire responses are the focus of many 
discussions in guidelines on the appropriate manner in which to conduct valid 
interviews and questionnaires. Le Compel and Goetz (1982) as cited in Brink (1993, p. 
35), maintain that validity is concerned with the accuracy and truthfulness of scientific 
research. “A valid study should demonstrate what actually exists and a valid 
instrument or measure should actually measure what it is supposed to measure” (Brink 
1993, p. 35). In line with this assertion, this study demonstrated what exactly is 
happening in the Afrikaans classroom where the learners and educators are immersed 
in a multilingual situation.  
 
Pietersen and Maree (2008, pp. 216-218) present four types of validity, 
namely: face validity, content validity, construct validity and criterion validity.  I will 
refer only to two types of validity for the sake of this study: face validity and content 
validity. Pietersen and Maree (2008, p. 217) maintain that face validity refers to the 
extent to which an instrument measures what it is supposed to measure. Though this 
type of validity cannot be quantified or tested, they suggest that it should be 
scrutinised by experts in the field to ensure a high degree of face validity. To meet this 
criterion, I first gave the questionnaires to two experts for scrutiny. The two experts 
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found the questionnaires perfectly appropriate for the purpose of the study. No 
changes were suggested.  
 
This notion of presenting the questionnaire to experts for scrutiny is 
supported by Babbie (2007, p. 217) in his claim that no matter how carefully 
researchers design a data-collecting instrument such as a questionnaire, there is 
always a possibility of error. He further suggests that it is not enough that the 
respondents just look at the questionnaire, but that they should actually complete it; 
because sometimes the questionnaire looks simple, but when a person begins to fill it 
in, it is then that problems of ambiguity and lack of clarity are encountered.  It is to 
counter this possibility of error that I engaged in this exercise.  
 
Content validity is concerned with the extent to which the instrument covers the 
complete content of a particular construct for which the instrument is meant. In this 
regard, all three instruments employed in this study focused on measuring aspects of 
CS or language mixing in the teaching and learning of Afrikaans as an additional 
language.  
 
After data collection the interview schedules were sent to the participants to confirm 
that they agreed with the recording of their responses so as to validate the data 
collection instrument and to ascertain that their responses were not distorted by the 
researcher. 
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Reliability, on the other hand, “is concerned with consistency, stability, and 
repeatability of the informant’s accounts, as well as the investigator’s ability to collect 
and record information accurately” (Selltiz et al, 1976 cited in Brink 1993, p. 35).  
 
With the use of a video recorder, a tape recorder (and pencil and note book in certain 
situations) I endeavoured to collect and record data as accurately as possible. The 
repeated visits to the target schools, using more or less the same data-collection 
instruments on more or less the same subjects, asking the same questions and 
obtaining the same responses, ensured reliability of the research findings.  
3.11 Data Collection Procedure 
 
Consistent with the aim of this study, special attention was paid to the 
educators’, the learners’ and school managers’ perceptions of CS as a 
teaching and learning strategy. The procedure employed for all categories 
of respondents was the use of interviews and questionnaires which 
consisted of both structured and unstructured open-ended questions. The 
first thing I did when I arrived at the participating schools was to conduct 
interviews with the school managers, then with the Afrikaans teachers and 
lastly with the selected learners. After that the questionnaires were 
distributed to all participants.  
 
Interviews 
Though there were a few single response questions, the greater 
part of the interviews was conducted in an informal, conversational 
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and non-directive manner so as to enable a free flow of 
conversation as I tried to eliminate bias as much as possible. 
 
            Educators’ Interviews 
The main focus of educator interviews was to establish from them, 
as language practitioners, what their daily experiences were as 
they interacted with their learners in Afrikaans classes. Though it 
would have been advantageous to use single response questions 
for their easy processing, open-ended questions were included in 
order to probe more into the meanings the interviewees attached 
to their responses. This was also done to accord the respondents 
the opportunity to justify their responses and articulate their 
feelings. At the same time, this enabled me to observe some 
behaviours, gestures, expressions and mannerisms that could not 
have been revealed through single response questions. More 
importantly is the idea of interacting with the research participants 
in their natural setting. Researchers like McMillan (2008, p. 273) 
attest to the benefits of this procedure when they point out that 
“[t]he setting influences the way humans behave and, therefore, it 
is not possible to understand the behaviour without taking into 
account the situational characteristics”.   
 
The interview questions touched on salient issues of the research 
questions so as to ascertain that even if in the questionnaire some 
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respondents might not answer certain questions, the interviews 
had already catered for that. This accounts for the fact that 
interviews preceded questionnaires in this study.   
Learners’ Interviews 
The learners, as the consumers or clients, were also interviewed 
with the sole aim of finding out what their perceptions were of the 
existing teaching and assessment strategies in relation to CS. Their 
interview questions followed the same format as those of the 
educators, i.e. first short, single response questions followed by 
open-ended opinion-seeking questions. The same procedure was 
also employed when dealing with the school managers.   
 
Questionnaires 
The questionnaires consisted of both single response and open-
ended questions. Open-ended questions, though difficult to 
analyse, were included so as to allow the respondents to explain 
some of their responses and to enlighten me as to why they 
responded the way they did. The questionnaires were distributed 
immediately after the interview. 
 
Educators’ Questionnaire 
The questionnaire given to educators sought to draw information 
about teaching resources at their disposal, their exposure to 
Afrikaans, their teaching and assessment strategies and their 
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professional development. The questionnaire was divided into 
three sections: Section A covered background information/bio-
data; Section B dealt with methodological issues; Section C and 
Section D handled general information. 
 
Questions asked in section B focussed on methodological aspects. 
They sought to determine congruence between the existing 
teaching strategies and examination requirements. Section C 
questions were of a general nature. Their main purpose was to 
determine whether or not Afrikaans Additional Language did 
benefit learners when they entered the world of work. 
In the majority of cases single response questions were followed 
by probing or clarifying questions. This was done to allow for 
clarification of grey areas in the questionnaire. This applied to all 
three sets of questionnaires (educators’, learners’ and manager’ 
questionnaires). 
Learners’ Questionnaire 
The questionnaire for the learners consisted of four sections: 
Section A – Background Information, Section B – Exposure to 
Afrikaans, Section C – Learning and Section D – General 
information.  
 
After the interviews were conducted, the questionnaires were 
distributed to all participants to complete when they had time to 
do so. Given that the learners’ time table is full of many school 
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activities, I left the questionnaires so that I could arrange another 
visit to fetch them and those of the educators and school 
managers.  
 
School Managers’ Questionnaire 
The questionnaire for the school managers was designed in the 
same fashion as the educators’ and the learners’ questionnaires. 
Section A consisted of bio-data/ background information. Section B 
focussed on the resources available for the teaching of Afrikaans 
Additional Language, and Section C addressed issues around 
promotion and development of Afrikaans Additional Language in 
the district under investigation. As was done with the educators 
and the learners, after interviewing each school manager, I 
requested her/him to take the questionnaire to fill it when he/she 
had a chance to do so. Then the date of a subsequent visit was set 
for collection of all questionnaires left at the school. 
 
3.12  Ethical Considerations 
 
Stake and Denzin (2008, p. 140) report that qualitative study and case study 
research share intense interest in personal views and circumstances. This, however, 
is no license to invade the privacy of others. No harm whatsoever should be inflicted 
on the researched. The researcher should take strict precautionary measures not to 
put the researched at risk, exposure or embarrassment. To guard against this, I 
assured the respondents that the study did in no way seek to set the respondents 
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against the existing language policies and to put them at logger heads with policy 
makers, but the study is for academic purposes; as such their identity would be kept 
strictly anonymous. Of course their honest input might indirectly influence the 
language policies.  
 
Before embarking on the research, I sought permission from the Provincial 
Department of Education to conduct research in the demarcated area and informed 
consent was sought from the school managers, the educators and the learners. The 
consent of the parents was solicited for those learners under the age of 18 years. 
Since the letters to the learners, educators and school managers were delivered by 
hand, verbal responses regarding consent were given to me and as such only the 
letter from the Province of the Eastern Cape Department of Education is included in 
the appendices. 
 
I took special care to maintain confidentiality. The respondents were assured that 
information they gave would be treated with confidentiality. It was also explained to 
them that participation in the research was voluntary and they were free to 
withdraw whenever they felt the need to do so. 
 
Robson (1993 cited in Mabovula, 2008, p. 189) notes that it is ethically incorrect to 
withdraw information from the participants or to mislead them if the participants are 
likely to object or show unease once they are debriefed. This situation was catered 
for in advance by my openness to the participants. The aim and the content of the 
investigation were clearly spelt out so that all participants clearly understood what 
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they were getting involved in and that there were no hidden agendas in the 
exercise.  
           
         
          
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
   3.13  Conclusion  
 
This chapter is divided into eleven sections. These sections are:  (1) Introduction;  
(2) Research Methodology; (Methodology applicable for this study) (3) Research 
Design; (4) Methods (types of research methods related to this study) (5) Sampling; 
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(6) Research Process; (7) Data Collection Instrument; (8) Validation and Reliability; 
(9) Ethical Considerations and (10) Conclusion.  
 
The chapter explained the sampling procedure and how the research instruments 
were administered in order to solicit relevant information.  Since there were three 
sets of population samples, three different structured questionnaires were designed 
and distributed to the teachers, the learners and the school managers (the three 
components of the population sample). It also spelt out how interviews were 
conducted to augment the data provided by structured questionnaires. Furthermore, 
it laid out how the data would be analysed.  Chapter 4, the next focus of the study, 
indicates the results obtained using the instruments discussed above.  
 
 
 
 
 
 
 
 
 
CHAPTER 4 
DATA ANALYSIS, INTERPRETATION AND DISCUSSION OF 
FINDINGS 
 
4.1  Introduction 
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The data analysis and interpretation chapter is divided into sixteen sections, which 
are: (1) Introduction; (2) Remark on interviews; (3) Questionnaire data analysis;   
(4) Profile of the learner respondents; (5) Profile of the educators;   
(6) Profile of the school managers; (7) Interpretation of the learners’ single 
response qualitative data; (8) Interpretation of the learners’ qualitative narratives;  
(9) Discussion of the learners’ research results; (10) Interpretation of the educators’ 
single response qualitative data; (11) Interpretation of the educators’ qualitative 
narratives; (12) Discussion regarding the educators’ research results;  
(13) Interpretation of the school managers’ single response qualitative data;  
(14) Interpretation of the school managers’ qualitative narratives; (15) Discussion of 
the school managers’ results and (16) Conclusion. 
 
In this chapter the responses of the learners, educators and the school managers as 
derived from the interviews and the questionnaires will be analyzed, interpreted and 
discussed. Since the study is qualitative, the narratives from all categories of 
respondents are analysed. The chapter commences with a focus on the numerical 
qualitative component of the questionnaire, i.e. the short answers that solicited 
“Yes”, “No”, “Sometimes” and “I do not know” answers. These questions were 
asked to pave the way for the more elaborate opinion-seeking qualitative questions 
where the respondents were expected to justify their perceptions. These were to be 
followed by open-ended responses for learners, proceeded with educators’ 
qualitative responses, and followed in the same way with the feedback of the school 
managers. A conclusive discussion attempts to pave the way for meaningful 
comments and recommendations in chapter five. 
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4.2  Remarks Regarding Interviews   
 
The data collected during interviews were used to enhance the data that was 
generated by structured questionnaires. The interview schedules were first classified 
thematically and their responses were later compared with the responses from the 
structured questionnaires. The data analysis that follows was generated by the 
questionnaires. The interview schedules were first classified thematically and their 
responses were later compared with the responses from the structured 
questionnaires. The data analysis that follows was generated by the questionnaires. 
 
4.3  Questionnaire Data Analysis 
 
The structured questionnaires completed by learners, educators and school 
managers consisted of questions that were aimed at soliciting both closed and open- 
ended qualitative responses. In the questionnaires completed by learners, nine 
questions were open-ended, and eight responses were closed. In the questionnaires 
completed by educators, eighteen of the responses were intended to generate 
opinion seeking answers and ten questions were closed.  Five questions in the 
school managers’ questionnaire lent themselves to narrative responses and four 
were closed and discrete in nature. Each of the short, discrete responses was 
analysed, followed by an analysis of the open-ended responses.   
 
In order to respect the anonymity of the twelve schools used in this study, they 
were referred to as school A, B, C, etc., up to school L. The same principle was 
applied to the learners, educators, and managers who were interviewed.   
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4.4  Profile of the Learner Respondents 
 
Responses were solicited from 279 learners, 13 educators and 12 school 
managers.   
One hundred and fifty-nine (159) learner respondents were female and 120 were 
male.  
Their ages ranged from 13 to 20+ (see Figure 1 below):  
 
Figure 1: Learners’ age 
 
 
The average age of the respondents was 16.5 years. 
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The respondents were distributed according to grades as follows:  
 
                              Table 1 
                               Respondents per grade 
 
Grade 
 
Frequency 
 
% 
 
8 
 
26 
 
9.3 
 
9 
 
52 
 
18.6 
 
10 
 
47 
 
16.8 
 
11 
 
80 
 
28.7 
 
12 
 
74 
 
26.5 
 
Most respondents were in Grade 11 and more than half belonged 
to the highest two grades (Grade 11 and Grade 12).  The majority 
of learners were in the senior phase of high school. Given that in 
recent years, owing to a lack of qualified teachers, Afrikaans is 
offered at a lower level, especially in Grades 8, 9 and 10 (see page 
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154) for further discussion of this point; it is small wonder that 
very few learners take Afrikaans at the entrance levels of high 
school. 
 
The respondents were drawn from urban and rural areas. Schools 
from the urban environment constituted 52.3% of the sample. 
Rural schools contributed 47.7% of the respondents.  
 
4.5 Profile of the Educators 
 
Ten of the respondents were female and only 3 respondents were 
male.  The age distribution was as follows: 
 
Figure 2: Educators’ age 
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About sixty-four percent (64.29%) of respondents in this category 
were teachers in the age bracket of 31 to 40 years. These were 
teachers who had at least 10 to 20 years of teaching experience, 
but still young enough to adapt to innovative possible changes to 
enhance learners’ learning experience. Novice teachers, who could 
be regarded as inexperienced, represented 7.14% of the sample, 
however, the  
advantage of having young teachers in the sample was that they 
had closer contact with the problems of learners in general and in 
terms of outcomes-based requirements.  
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The older teachers (those who might not be well informed about 
most recent developments in language teaching and who were not 
inclined to adapt to new challenges in language teaching) 
represented 28.57% of the sample. With the average age of 37.6 
years, the sample could be regarded as fairly representative of the 
whole spectrum of Afrikaans teachers in the geographical scope of 
this study. 
 
Qualifications of educators: Two educators were in possession of 
educator’s diplomas. Nine educators completed a first university 
degree and 2 upgraded the junior degree with a professional 
qualification such as HDE (Higher Diploma in Education).  
 
Seven educators came from urban schools and six were from rural 
teaching environments.  
 
 
 
 
 
 
4.6  Profile of the School Managers 
 
There were equal numbers of male and female respondent 
managers. Their ages ranged between 26-30 and 50+ years. 
 
Figure 3: Managers’ age  
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The experienced school managers (more than 80%) constituted 
the majority of the sample in this category. Their responses were 
expected to be based on a good understanding of the education 
system and the teaching and learning of language.  
 
Qualifications of school managers: Four managers studied for a 
first degree, five completed an honours degree and three had 
Master’s degrees. Seven school managers came from an urban 
school setting and five came from a rural schooling environment. It 
was necessary for this study to include both rural and urban 
schools in order to establish whether there was a correlation 
between location (rural versus urban) and the teaching of 
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Afrikaans in schools and if indeed there was, to what extent CS 
was employed in each of the rural-urban categories. 
 
4.7  Interpretation of the Learners’ Single-Response 
Qualitative Data 
 
In order to address the research question adequately, it was 
necessary to firstly understand the learners’ experience of 
Afrikaans in a multilingual environment. The learners were the 
most important focus of the study and the research aimed at 
what/how learners were taught and what/how they learned; and 
whether or not the teacher’s lesson delivery methods made it 
possible for them to acquire the necessary language skills intended 
to enable them to communicate appropriately in Afrikaans.  It was 
therefore important for me to understand and to establish where 
they came from, where they were, where they were going and 
how they reacted to, and experienced, the acquisition of Afrikaans 
skills in the formal school environment. The preoccupation of the 
study with multilingualism and the need to establish a contextual 
backdrop of the multilingual learner participants was informed by 
the Constitution of South Africa (1996), UNESCO Education 
Position Paper (2003) and the National Language Policy 
Framework (2002). The UNESCO Education Position Paper states 
that:  
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Most plurilingual societies have developed an ethos 
which balances  
and respects the use of different languages in daily life. 
From 
 the perspective of these societies and of the language  
communities themselves, multilingualism is more 
of a way of life than a problem to be solved.  
The challenge is for education systems to adapt 
to these complex realities and provide a quality 
education which takes into consideration learners’ 
needs, whilst balancing these at the same time 
with social, cultural and political demands 
(UNESCO, 2003, p. 19).  
 
By the same token, Section 6 of the Constitution of South Africa 
(1996, p. 4) emphasises that all official languages must “enjoy parity 
of esteem and must be treated equitably”. In line with this position 
are the key elements of the National language Policy Framework 
which stress among others, the following: 
       
     - to ensure redress for the previously marginalised official indigenous 
languages  
- to encourage the learning of other official indigenous languages 
and, 
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- to promote national  unity, and linguistic and cultural diversity.  
 
Furthermore, the National Language Framework maintains that 
promoting multilingualism in South Africa requires efforts that do 
not discount the knowledge that exists in societies where indigenous 
official languages are prominent. This is where the use of CS as a 
teaching strategy might contribute to learning.  
 
The extant literature reviewed shows that there are conflicting 
views on the practical values of using CS and CM in classroom 
teaching. This ongoing controversy and the resulting confusions 
underpin the study – a problem that can only be resolved by CS 
research data. 
Once a clearer picture is drawn of the learners’ learning experience 
of Afrikaans, valid and reliable data can be obtained about the 
possible role of CS in the teaching of the language to additional 
language speakers, taking into account that the way languages are 
taught is constantly changing and “may vary considerably from one 
country to another or even within the same country. Much depends 
on the prevailing concept of language teaching paradigms, as well 
as on the role that is assigned to the language that is being taught” 
(UNESCO Education Position Paper, 2003, p. 17). The questions in 
the questionnaire of the learners were pitched at an angle to 
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determine various aspects of the learners’ involvement with, and 
commitment to Afrikaans as a subject.  
 
On the question: “When did you start learning Afrikaans?”  a 
variety of answers were given ranging from the year of 
commencement (e.g. 1999) to the grade (e.g. Grade 5). It was, 
therefore, difficult to quantify their responses owing to the 
ambiguity of the question. However, it could be established that 
some learners started learning Afrikaans from their first school 
year, while others began studying Afrikaans at different stages of 
their primary or high school careers. Learners in each class, 
therefore, had different levels of proficiency in the language. The 
wide diversity of Afrikaans proficiency levels of each class made it 
very difficult to cater for the needs of the individual learners of the 
classes in such a way that the more capable and eloquent learners 
advance while at the same time the linguistically disadvantaged 
ones are carried along and not ignored. This is a general approach 
to teaching a language class composed of low and high language 
proficiency learners. This language teaching strategy manifests 
itself in the teaching of other languages in South African schools. 
This view is endorsed in the following comment by Finlayson and 
Slabbert (1997b, p. 69): “The speakers of the Bantu languages in 
South Africa learn their English and Afrikaans in different situations 
from those in which they learn the Bantu languages. They are, in 
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general, coordinate bilinguals with regard to English and Afrikaans, 
but compound bilinguals as far as the Bantu languages are 
concerned, as they acquire the Bantu languages from early 
childhood.” Such linguistic disparities in the classroom need to be 
addressed in a dynamic and environment-realistic way. 
 
It was important to establish the ratio of first language and 
additional language speakers in order to establish the language 
proficiency of learners in the participating schools. Therefore, the 
question “Is Afrikaans your mother tongue?” was included in the 
questionnaire and produced the following results: 
 
Ninety-two percent (92%) of learners stated that Afrikaans was 
not their home language, and 7% responded in the affirmative.  
One percent (1%) did not respond to the question. These 
responses emphasised that the methodology concerning language 
teaching needed to take cognizance of class situations where all 
the learners did not fall into the same category of language 
proficiency.  
 
To broaden the perspective of exposure to Afrikaans outside the 
school environment, learners were asked:  “Is there anyone at 
home who speaks Afrikaans?” 
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The following were the responses produced by this question: 
 
 
 
 
Table 2  
 Is there anyone at home who speaks Afrikaans? 
  Frequency Percent Valid Percent Cumulative Percent 
Valid Yes 83 29.7 29.7 29.7 
No 187 67.0 67.0 96.8 
Sometimes 1 .4 .4 97.1 
No response 8 2.9 2.9 100.0 
Total 279 100.0 100.0  
 
 
           The lack of exposure to Afrikaans outside the classroom and the 
consequent negative effects encountered in this regard are 
echoed by Wood (2006) when he refers to students in remote 
Aboriginal communities in Australia who encounter many 
difficulties in regard to English language acquisition: “The majority 
of these difficulties originate from living and learning in an 
environment that does not assist the students in practice and 
production of the target language” (Wood, 2006, p. 1).  Kim 
(2006, pp. 1-20) discusses the same problem occurring in Korea 
where there is a feverish urge to learn English, but a conducive 
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environment to support the initiative does not exist. As a result, 
many Koreans move to English-speaking countries such as the US, 
Canada, Australia and New Zealand. In some cases parents leave 
Korea with their children for countries listed above in order to 
provide an enabling English-learning environment for their 
children. This is similar to the situation in South Africa where 
parents take their children to predominantly English-speaking 
schools so as to give them maximum exposure to the language. 
The data provided by learners in this study revealed that Afrikaans 
Additional Language learners suffered the same lack of exposure. 
In addressing this problem, one should relate it to similar 
situations elsewhere in the world and consider appropriate 
remedies for this state of affairs.  
 
When asked if they spoke Afrikaans both at school and at home, 
the learners made the following responses:  
 
Figure 4: Do learners use Afrikaans both at school and home? 
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The information provided by this diagram is similar to the one 
represented in Table 2. This showed that even though Afrikaans 
was taught at school, learners did not practise it outside the 
classroom. They spoke it only in the classroom. The fact that 
67.0% of the learners in Table 2 said that no one spoke Afrikaans 
at home, explained why the majority spoke it at school only. 
  
For the question “Is there any literature available for your 
independent reading?”  the following responses were obtained: 
The percentage of the learners who indicated that they had 
literature available for their independent reading, was 44.4% 
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whilst about 49.9% stated that they did not have literature for 
independent reading. The total percent of learners that did not 
respond to the question was 5.7% (see Figure 5).   
          
           
 
 
 
 
 
 
 
 
 
 
           Figure 5: Do you learn Afrikaans from independent literature 
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That only 44.4% claimed to have independent reading was 
indicative of the fact that little was done to promote learning of 
this language.  Even the follow-up question that sought to 
establish the kind of independent reading at the learners’ disposal 
revealed another limitation. Only a few reported reading a variety 
of library books.  Those that were not exposed to independent 
literature reading complained that there were no Afrikaans books 
in the libraries. This revealed the lack of resources in some 
schools.  
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The learners were also asked if they were encouraged to watch 
Afrikaans programmes on television. To this question, they 
responded as follows: 
Out of 279 learners 73.8% were encouraged to watch Afrikaans 
programmes on TV, 20% said they were not encouraged and 5.0 
claimed that sometimes they were encouraged. A very insignificant 
number (0.4%) did not respond to the question. 
 
Table 3 
 
 
The fact that 73.8 learners admitted that they were encouraged to 
watch Afrikaans programmes on TV was a testimony to teachers’ 
willingness to encourage their learners to do Afrikaans. This could 
be linked to both the teachers’ and learners’ positive responses to 
the fact that Afrikaans was valued in the workplace (see Table 5 
and Table 13). 
Are you encouraged to watch Afrikaans programs on TV? 
  Frequency Percent Valid Percent Cumulative Percent 
Valid Yes 206 73.8 73.8 73.8 
No 58 20.8 20.8 94.6 
Sometimes 14 5.0 5.0 99.6 
No response 1 0.4 0.4 100.0 
Total 279 100.0 100.0  
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Another question of a quantitative nature was aimed at 
establishing whether the learners read Afrikaans newspapers. The 
following graph represents their answers: 
 
Figure 6: Do you read Afrikaans newspapers? 
 
 
While 70.25 of the sample indicated that they did not read 
newspapers, 20.79 stated that they read newspapers. About nine 
percent (8.96%) indicated that they sometimes read newspapers.  
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Most learners among those that affirmed that they read 
newspapers, mentioned Die Beeld and Rapport only. Like the 
previous report on scarcity of resources in schools, the statistical 
analysis on newspaper reading in schools showed the lack of 
resources – a major constraint that invariably hampered learners’ 
vocabulary acquisition in the target language. 
When learners were asked if they were allowed to answer 
questions in another language in class when they encountered 
difficulties in Afrikaans questions, they responded as follows: 
 
(1) Yes: 32.3% 
(2) No:  62.4% 
(3) Sometimes: 4.7% 
(4) No response: 0.7% 
See Figure 7 below: 
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Figure 7: Answering in another language 
 
 
The positive responses of 32.3% reflected some degree of 
flexibility of teachers concerning learners’ responses to oral 
questions in class. But this picture changed altogether when 
responses to written examinations were analysed. The following 
question and the learner responses reveal the situation involving 
examinations:  
“When Afrikaans examinations are difficult, are you allowed to 
make use of another language in your answers? “ The following 
answers were given: 
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(1) About eighty-four percent (83.51%) answered “No”; (2) 
11.47% answered “Yes”; (3) 3.94% answered “Sometimes”; 
(4) 0.4% answered “Don’t know” and (5) 0.7% did not 
respond to the question (see table 4 below). 
 
Table 4: 
Are learners allowed to mix languages during exams? 
  Frequency Percent Valid Percent Cumulative Percent 
Valid Yes 32 11.5 11.5 11.5 
No 233 83.5 83.5 95.0 
Sometimes 11 3.9 3.9 98.9 
Don't know 1 0.4 0.4 99.3 
No response 2 0.7 0.7 100.0 
Total 279 100.0 100.0  
 
The high percentage (83.5%) of the learners that responded with 
a “No” to the above question revealed that though CS was 
tolerated in oral answers during lesson periods, no such leniency 
was allowed in the examinations. 
 
When the learners were asked how important they thought 
Afrikaans was in the workplace, they gave the following responses: 
(1) Yes: 36.9%  
(2) No: 57% 
(3) Sometimes: 2.5% 
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(4) Don’t know: 2.5% 
 
In giving answers to this question, the learners could have been 
guided by the work experiences of their parents, friends or 
relatives who worked in parts of South Africa where Afrikaans was 
spoken in the workplaces.  Their responses suggested that a slight 
majority thought that Afrikaans was not very important for future 
career purposes.  In the work environment that the learners were 
familiar with (i.e. mostly the Transkei region) English was the 
dominant language in the workplace, and that also might have 
influenced their opinions in the importance of Afrikaans in the 
workplace. 
 
The learners, who answered “Sometimes”, portrayed the 
multilingual situations of South Africa where languages were mixed 
in the workplace. Sometimes the speaker started in vernacular and 
in the middle of the speech switched either to English or Afrikaans. 
They answered this question “In the world of work, do you think 
you are better equipped if you know Afrikaans?”  in the following 
manner (see the following table): 
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           Table 5 
Are learners who know Afrikaans better equipped for the world of work? 
  Frequency Percent Valid Percent Cumulative Percent 
Valid Yes 191 68.5 68.5 68.5 
No 65 23.3 23.3 91.8 
Sometimes 19 6.8 6.8 98.6 
No response 3 1.1 1.1 99.6 
14 1 0.4 0.4 100.0 
Total 279 100.0 100.0  
 
 
Despite the fact that a slight majority of learners in the previous 
question were of the opinion that Afrikaans is not that important in 
the work place, this table clearly indicates that the learners think 
that in the world of work, Afrikaans is indispensable. The 68.5% 
that responded with a “Yes” is in agreement with the 15 + 48 out 
of 279 learners who responded that the advantages of learning 
Afrikaans are career opportunities (see Tables 6 and 7).   
 
 4.8 Interpretation of the Learners’ Qualitative Narratives  
 
The first question was: 
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“Why did you choose Afrikaans as a subject?” 
The results can be summarized as follows: 
(1) Interest in, and love for Afrikaans (120 out of 279 learners);  
(2) Afrikaans is known from an early age (14 out of 279 learners);  
           (3) For career benefits (15 out of 279 learners);  
       (4) Wanting to learn an additional language (10 out of 279 learners); 
       (5) Afrikaans is easier than Xhosa (33 out of 279 learners); 
(6) It is a compulsory subject (87 out of 279 learners).  
 
The table below gives a synopsis of the responses, per school 
(numbered A to L to ensure confidentiality), to the above-mentioned 
question: 
 
       Table 6 
        Reasons for choosing to learn Afrikaans  
 A B C D E F G H I J K L Total % 
Interest in, 
and love 
for 
Afrikaans 
 
21 
 
8 
 
14 
 
1 
 
2 
 
28 
 
15 
 
11 
 
7 
 
2 
 
5 
 
6 
 
 
120 
 
43 
Afrikaans is 
known 
from early 
age 
 
1 
 
3 
 
2 
 
- 
 
- 
 
- 
 
- 
 
6 
 
2 
 
- 
 
- 
 
- 
 
14 
 
5 
Career 
benefits 
 
- 
 
- 
 
1 
 
- 
 
- 
 
10 
 
- 
 
3 
 
1 
 
- 
 
- 
 
- 
 
15 
 
5.3 
Want to 
learn addi-
tional 
language 
 
- 
 
4 
 
3 
 
- 
 
1 
 
- 
 
- 
 
- 
 
1 
 
1 
 
- 
 
 
- 
 
10 
 
3.5 
Afrikaans is 
easier than 
Xhosa 
 
2 
 
7 
 
- 
 
1 
 
1 
 
13 
 
- 
 
2 
 
- 
 
- 
 
1 
 
6 
 
33 
 
11.8 
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It is a 
compulsory 
subject 
 
6 
 
 
16 
 
8 
 
4 
 
21 
 
5 
 
1 
 
3 
 
3 
 
4 
 
2 
 
14 
 
87 
 
31.1 
Total 
 
30 38 28 6 25 56 16 25 14 7 8 26 279 100 
 
 
The second question was: 
“How much time per day do you dedicate to learning Afrikaans?” 
A wide variety of answers was given to this question. Some 
respondents indicated the time by minutes, others used hours 
while another group understood the question to mean during 
school hours only or after school hours only.  In some cases 
frequencies were given such as once/twice/three times per day.  
On the question: 
“What is the advantage of learning Afrikaans?”  
 the responses can be grouped into five broad areas, i.e.: 
(1) Communication (158 out of 279); 
(2) Career opportunities (48 out of 279); 
(3) Wanting to know other languages (55 out of 279); 
(4) Easier than other languages (Xhosa) (5 out of 279); 
            (5) No advantage (8 out of 279); and the remaining 5 did not 
address the question   (see Table 7). 
 
 
 
 
153 
 
 
 
    Table 7  
    Advantage of learning Afrikaans 
 A B C D E F G H I J K L Total % 
To communicate in 
Afrikaans 
 
22 
 
18 
 
17 
 
3 
 
14 
 
27 
 
12 
 
19 
 
8 
 
4 
 
4 
 
10 
 
158 
 
56.7 
Career opportunities  
7 
 
12 
 
2 
 
- 
 
3 
 
13 
 
1 
 
1 
 
2 
 
2 
 
2 
 
3 
 
48 
 
17.4 
Want to know other 
languages 
 
- 
 
6 
 
5 
 
2 
 
7 
 
11 
 
3 
 
1 
 
4 
 
1 
 
2 
 
13 
 
55 
 
19.7 
Easier than other 
languages 
 
- 
 
- 
 
1 
 
1 
 
1 
 
2 
 
- 
 
- 
 
- 
 
- 
 
- 
 
- 
 
5 
 
1.7 
No advantage  
1 
 
2 
 
3 
 
- 
 
- 
 
- 
 
- 
 
2 
 
- 
 
- 
 
- 
 
- 
 
8 
 
2.8 
Did not address the 
question 
 
- 
 
- 
 
- 
 
- 
 
- 
 
3 
 
- 
 
2 
 
- 
 
- 
 
- 
 
- 
 
5 
 
1.7 
 
Total 
 
30 
 
38 
 
28 
 
6 
 
25 
 
56 
 
16 
 
25 
 
14 
 
7 
 
8 
 
26 
 
279 
 
100 
 
The following question comes closer to the theme of this study. 
    “What are the problems of learning Afrikaans as an additional 
language?” 
     Out of 279 learners the following distribution of responses emerged:  
     (1) Lack of communication skills (95); 
     (2) Lack of reading skills (6);  
     (3) Lack of vocabulary (58);  
     (4) Difficulties with pronunciation (19);  
(5) Lack of resources and practice (8);  
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(6) No problems (79); and  
(7) 14 did not address the question (see Table 8). 
         Table 8  
Problems of learning Afrikaans Additional Language 
 A B C D E F G H I J K L Total % 
Lack of 
communi-
cation skills 
 
1 
 
8 
 
- 
 
5 
 
6 
 
30 
 
8 
 
5 
 
6 
 
2 
 
6 
 
18 
 
95 
 
34 
Lack of 
reading and 
writing skills 
 
- 
 
- 
 
- 
 
1 
 
- 
 
3 
 
1 
 
1 
 
- 
 
- 
 
- 
 
- 
 
6 
 
2.1 
Lack of 
vocabulary 
 
 
5 
 
23 
 
6 
 
- 
 
11 
 
7 
 
3 
 
2 
 
1 
 
- 
 
- 
 
- 
 
58 
 
20.8 
Difficulties 
with pro-
nunciation 
 
4 
 
- 
 
6 
 
- 
 
1 
 
2 
 
2 
 
1 
 
- 
 
3 
 
- 
 
- 
 
19 
 
6.9 
Lack of 
resources and 
practice 
 
- 
 
- 
 
3 
 
- 
 
- 
 
2 
 
- 
 
1 
 
- 
 
- 
 
- 
 
2 
 
8 
 
2.8 
No problems  
20 
 
5 
 
13 
 
- 
 
5 
 
10 
 
2 
 
12 
 
3 
 
2 
 
2 
 
5 
 
79 
 
28.4 
Did not 
address the 
question 
 
- 
 
2 
 
- 
 
- 
 
2 
 
2 
 
- 
 
3 
 
4 
 
- 
 
- 
 
1 
 
14 
 
5 
 
Total 
 
 
30 
 
38 
 
28 
 
6 
 
25 
 
56 
 
16 
 
25 
 
14 
 
7 
 
8 
 
26 
 
279 
 
100 
 
         The learners’ experiences with Afrikaans in the examination were 
assessed with the question: 
        “How do you find the Afrikaans examinations in terms of difficulty or 
easiness?”  
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          Most responses centred around “easy” (31.2%) or “difficult” 
(56.6%), with a few variations like medium or fair (6.5%) as 
indicated in the following table: 
 
Table 9  
          Difficulty or easiness of Afrikaans examinations 
     A B C D E F G H I J K L Total % 
 
Easy 
 
13 
 
17 
 
3 
 
1 
 
11 
 
13 
 
3 
 
9 
 
6 
 
2 
 
3 
 
6 
 
87 
 
31.2 
Medium/ 
Fair 
 
- 
 
1 
 
- 
 
- 
 
- 
 
1 
 
- 
 
9 
 
- 
 
- 
 
- 
 
7 
 
18 
 
6.5 
 
Difficult 
 
16 
 
17 
 
16 
 
5 
 
14 
 
42 
 
13 
 
6 
 
7 
 
4 
 
5 
 
13 
 
158 
 
56.6 
No 
response 
 
1 
 
3 
 
9 
 
 - 
 
- 
 
- 
 
- 
 
1 
 
1 
 
1 
 
- 
 
- 
 
16 
 
5.7 
 
 
 
30 
 
38 
 
28 
 
6 
 
25 
 
56 
 
16 
 
25 
 
14 
 
7 
 
8 
 
26 
 
279 
 
100 
 
         The learners’ future involvement with Afrikaans was covered with 
the following 
question:  
         “How far do you want to progress with Afrikaans?” 
           
The following is a summary of the responses of the learners in this 
question: 
          (1) Up to Grade 12 – 119 
          (2) Up to tertiary level – 32 
156 
 
          (3) Until I am able to communicate – 33 
          (4) As far as possible – 20 
          (5) Not very far – 15 
          (6) Until I get a job - 13  
          (7) For life – 38   
       (8) No response – 9 
 
       These learner perceptions are well illustrated in Table 10 below.  
 
       Table 10  
        How far to progress with Afrikaans? 
 A B C D E F G H I J K L Total % 
 
Grade 12 
 
9 
 
24 
 
9 
 
2 
 
8 
 
26 
 
9 
 
12 
 
2 
 
2 
 
2 
 
14 
 
119 
 
42.6 
 
Tertiary 
  
9 
 
- 
 
1 
 
- 
 
3 
 
7 
 
- 
 
- 
 
6 
 
2 
 
3 
 
1 
 
32 
 
11.5 
Until able to 
communicate 
 
  3 
 
4 
 
7 
 
4 
 
5 
 
4 
 
- 
 
2 
 
1 
 
- 
 
- 
 
3 
 
33 
 
11.8 
As far as 
possible 
 
5 
 
2 
 
2 
 
- 
 
- 
 
- 
 
- 
 
6 
 
- 
 
- 
 
3 
 
2 
 
20 
 
7.2 
Not very  far  
- 
 
2 
 
2 
 
- 
 
3 
 
- 
 
4 
 
2 
 
1 
 
- 
 
- 
 
1 
 
15 
 
5.3 
Until I get  
a job 
 
1 
 
3 
 
2 
 
- 
 
2 
 
4 
 
- 
 
1 
 
- 
 
- 
 
- 
 
- 
 
13 
 
4.7 
 
For life 
 
2 
 
1 
 
4 
 
- 
 
4 
 
13 
 
3 
 
- 
 
4 
 
3 
 
- 
 
 4 
 
38 
 
13.6 
No response  
1 
 
2 
 
1 
 
- 
 
- 
 
2 
 
- 
 
2 
 
- 
 
- 
 
- 
 
1 
 
9 
 
3.3 
 
Total 
 
 
30 
 
38 
 
28 
 
6 
 
25 
 
56 
 
16 
 
25 
 
14 
 
7 
 
8 
 
26 
 
279 
 
100 
    
 
           4.9  Discussion of Learners’ Research Results  
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More than 43% of the respondents indicated that they chose 
Afrikaans as a subject because of an interest in and love for the 
language, whilst just over 31% stated that they chose Afrikaans 
because it was a compulsory subject. Out of the participants 
sampled for the study 11% preferred Afrikaans to Xhosa, and less 
than 6% chose Afrikaans because of reasons such as career 
advantages, because they learned Afrikaans from an earlier age 
and, owing to the desire to learn an additional language, 
respectively. 
 
The relatively high number of respondents who indicated an 
interest in, and love for, Afrikaans as the reason why they chose 
Afrikaans, might come as a surprise to many. However, if one 
takes into account the increasing multilingual and multicultural 
environments of schools and communities, this outcome can be 
perceived as an expected phenomenon. Many of the schools used 
for this study characterised this multilingual feature. This was true 
for other categories such as “want to learn an additional language” 
and “knowing Afrikaans from an early age”.  Almost 69% of 
responses could be classified as positive, which suggested a 
positive association of the respondents with Afrikaans. 
 
On the question: “What is the advantage of learning Afrikaans?” 
only 3.87% indicated that it offered no advantage. A majority of 
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respondents (56.63%) perceived the communicative value of 
proficiency in Afrikaans as a priority, and for 17.2% knowledge of 
Afrikaans was linked to improved career opportunities. As in the 
previous question, the desire to know other languages featured 
relatively prominent in the results on this question. The overall 
majority of the learners, who believed that learning Afrikaans 
offered advantages, comprised 95.34%. 
 
The question: “What are the problems encountered when learning 
Afrikaans as an additional language?” cuts to the core of the 
acquisition of Afrikaans. Thirty-four percent (34%) found the lack 
of communication skills as the most important obstacle to learning 
Afrikaans, while 20.79% perceived their lack of Afrikaans 
vocabulary as the major obstacle. Difficulties with pronunciation 
and lack of reading and writing skills coupled with lack of 
resources and practice, compounded the difficulties learners in 
remote areas experienced because of the lack of everyday 
exposure to the Afrikaans language. The quality of the end-of-year 
Afrikaans matriculation examination results exposed the major 
disadvantages that impacted on additional language learners of 
Afrikaans in this part of the Eastern Cape Province. The average 
pass rate of 37.3% for Afrikaans Additional Language during the 
2010 matriculation examination was the lowest in the country (see 
Appendix 3 - Summary of Results from Umalusi). In the provinces 
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where Afrikaans was the lingua franca, the pass rates of both 
Afrikaans Home Language and Afrikaans Additional Language 
candidates were substantially higher than in other provinces. 
Exposure to Afrikaans media and Afrikaans speakers evidently 
influenced proficiency. 
 
It was, therefore, not surprising that 56.63% of the respondents 
found Afrikaans examination papers difficult. The problems 
expressed in the previous paragraph support the responses of 
learners who had difficulties answering Afrikaans question papers. 
Even the 31.18%, who found Afrikaans examinations easy, did not 
correlate with results at the end of their school careers.  
 
Despite the gloomy picture painted in the above paragraphs, only 
5.38% of the respondents did not want to pursue the study of 
Afrikaans further. The majority of learners (91.4%) wanted to 
continue with Afrikaans in some form or another. About forty-three 
percent (42.65%) of learners saw themselves completing Afrikaans 
at matriculation level while 13.62% wanted to continue perfecting 
their skills in Afrikaans for life. The 11.83%, who indicated that 
they wanted to learn Afrikaans until they could communicate 
competently, revealed a realistic approach, while the 11.47% who 
wanted to proceed with Afrikaans to tertiary level revealed a more 
ambitious approach. The 7.17%, who were interested in utilizing 
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the proficiency in Afrikaans for career purposes, should not be 
disregarded as insignificant. The analysis and interpretation of the 
learners’ responses showed a tremendous amount of goodwill 
towards Afrikaans.  The question now is: How can these learners 
be best equipped and supported to obtain the necessary command 
of the Afrikaans language in order to be able to use it to their best 
advantage and to achieve their goals? (See Chapter 5 for further 
discussion on this.) 
  
 
 
4.10  Interpretation of the Educators’ Single-Response 
Qualitative Data 
 
The educator plays a significant role in the learner’s acquisition of 
Afrikaans at  school level. In fact, in the rural and semi-urban 
environments such as the Transkei, the educator is the most 
important factor in enhancing the learners’ motivation for, and 
attitude towards, learning Afrikaans. The view expressed by 
Canavan (2005, pp. 1-2) on the need to take learners’ attitudes 
into consideration in order to achieve the intended goals of 
language acquisition, illuminates the role of the educator. Canavan 
suggests that teachers involved with or planning to become 
involved in classrooms with indigenous learners need to confront 
their own attitudes to and beliefs about learners and to understand 
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how those attitudes impact on the learning environment. Besides 
the above, the teachers must understand how their perceptions of 
the learners affect the learners’ learning experiences and how they 
can address imbalances in the learning environment. Surveys on 
learners’ competence in an additional language can never be 
regarded as complete without investigating the contribution of the 
educator in capacitating learners. In most cases, learners are 
completely dependent on the educator for literally everything 
regarding the learning of Afrikaans. It is, therefore, important to 
get a clear picture of educators’ perceptions of Afrikaans and 
attitudes towards the teaching of the subject. The questions in the 
questionnaire for educators endeavoured to cover some key 
aspects of the educators’ perspectives and to provide data on the 
educators’ evaluation of CS and its significance in language 
teaching and learning. 
 
The responses to the question: “Is Afrikaans the only language 
spoken in your class?” suggested that no educator used Afrikaans 
only in teaching the subject. This result indicated the additional 
Afrikaans language classroom reality (see Figure 8). 
 
Figure 8: Is Afrikaans the only language spoken during Afrikaans 
class? 
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The remark made by Sert (2005) appears to unravel the dilemma 
faced by educators. Sert (2005, p. 2) observes that “it should be 
kept in mind that a language classroom is a social group, therefore 
a phenomenon related to naturally occurring daily discourses of 
any social group has the potential to be applicable to, and valid 
for, any language classroom”. The comment by Sert suggests that 
the above “admission” by educators does not constitute a 
departure from the normal manifestations of a “social group” 
described by Sert. In fact, I assumed that this was the case in 
many schools around the country. It therefore came as no surprise 
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that 100% of educators admitted that Afrikaans was not the only 
language used in their Afrikaans classrooms. 
  
To the question of why they used other languages in teaching 
Afrikaans as an additional language, most educators indicated that 
the poor communication skills of the learners necessitated CS and 
translation. Answers such as the following were common:  
“If you only speak Afrikaans, you get nowhere with the lesson.” 
“I have to translate, otherwise they do not understand.” 
 “Students struggle when you use Afrikaans only.”  
 
The above responses suggested that the teacher had to apply 
innovative and creative strategies in order to ensure that learners 
acquire sufficient skills in Afrikaans. In a multilingual environment 
one of the strategies educators apply is that of utilizing the 
languages learners know better; these tools assist them to learn 
Afrikaans more efficiently. 
 
The next question was: 
“Do you watch Afrikaans TV programmes and incorporate some of 
their elements in your teaching of Afrikaans?” 
The following table represents the answers to this question:   
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Table 11 
Incorporation of TV programmes into Afrikaans teaching 
  Frequency Percent Valid Percent Cumulative Percent 
Valid Yes 12 92.9 92.9 92.9 
Sometimes 1 7.1 7.1 100.0 
Total 13 100.0 100.0  
   
From the above illustrated results it seems that Afrikaans TV 
programmes are a powerful tool for maximising the effectiveness 
of the teaching of Afrikaans in the classroom. Since 92% of 
teachers admitted using Afrikaans TV programmes for teaching the 
language, this majority endorsement could be interpreted as a 
substantiation of the powerful role of Afrikaans TV programmes in 
teaching Afrikaans. In its code switched form, the Afrikaans that is 
spoken in TV programmes offers great assistance to Afrikaans 
learners. It exposes them to correct ways of speaking the 
language and familiarises their ears and cognitive faculties with 
Afrikaans.  
 
Educators were then asked the following question:  
“Do you read Afrikaans newspapers and literature, other than 
textbooks, and 
incorporate some of their elements to enrich your teaching of 
Afrikaans?” 
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All educators answered “Yes” to this question. Although the 
genuineness of these answers is debatable, one can assume that 
some educators do read widely in Afrikaans and apply knowledge 
acquired through reading Afrikaans newspapers to teaching. The 
real percentage (estimated or otherwise) was not clear at this 
stage. 
The responses to the question that sought to establish whether or 
not Afrikaans educators attended Afrikaans workshops revealed 
that most educators did attend such workshops. See the diagram 
below: 
 
Figure 9: Do you attend workshops on teaching Afrikaans? 
 
The clear majority of 85.71% that responded in the affirmative to 
this question suggested that educators had a need for workshops 
and were keen to acquire expertise in the teaching of Afrikaans. 
However, the nature of these workshops needs to be reviewed 
substantially. Their keenness and enthusiasm appeared to be 
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sustained by the fact that the workshops were organised on a 
voluntary basis by the educators who provided the workshop 
attendees with mutual assistance even in the absence of qualified 
subject advisors. Although organising and attending workshops 
were believed to enhance their professional skills, there was no 
guarantee that these professional skills-enhancement activities had 
sharpened their pedagogical skills since they were carried out 
without any expert advice. The educators were aware of the fact 
that it was the duty of the Department of Education to intervene 
proactively in empowering them with professional skills and this 
was not being done.  
 
Responses to a follow-up question on how often such workshops 
were attended produced frequencies varying from quarterly in the 
majority of cases to annually (to a lesser degree). Some educators 
stated that such workshops were few and far between. The 
uncoordinated way in which workshops were organized and 
conducted, did not seem to be very helpful to educators who, in 
most cases, did not speak Afrikaans as a home language, and who 
sometimes struggled to make themselves understood in the 
language. 
 
Of those educators who managed to attend workshops, the 
majority attended zone workshops and a few of them also 
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attended regional and provincial workshops. Only in one case did 
an educator indicate attendance of a national workshop. 
 
The extent to which educators were involved in professional 
activities, which could contribute to the enhancement of 
competency in the subject, was measured in the following two 
questions: (1) “Do you belong to any professional organization?” 
and (2) “Does your professional organization encourage the 
development of Afrikaans as an additional language?” 
 
From the responses represented in the figures below, it was clear 
that a slight majority of teachers (57.1%) belonged to professional 
organizations. The table below conveys the detailed statistical data 
generated from the responses. 
 
Table 12 
Membership of  professional organizations 
Valid Yes 8 57.1 57.1 57.1 
No 6 42.9 42.9 100.0 
Total 14 100.0 100.0  
 
The responses to the follow-up question sought to establish 
whether or not professional organizations encouraged the 
development of Afrikaans as an additional language. The 
responses revealed that less attention was paid to developing the 
168 
 
Afrikaans language. The following statements supported the above 
deduction: 
(1) “As Afrikaans educators we try to promote the language and 
encourage the learners to know the language. Not much is 
organized professionally.” 
(2) “Afrikaans does not even have a subject advisor. We as 
Afrikaans educators form clusters to assist each other with difficult 
aspects of the language.” 
 
Although most educators belonged to professional organizations, 
only 14% indicated that such organizations encouraged the 
development of Afrikaans as an additional language. What this 
question could not determine was whether or not the affected 
educators drew the attention of their professional bodies to their 
predicament i.e. Afrikaans is not taken seriously by both the 
professional bodies and the government.  If one took into account 
the fact that there was no subject advisor for Afrikaans, and that, 
in fact, there had never been such a subject advisor since the 
incorporation of the former Transkei into the rest of South Africa, it 
became clear that educators of Afrikaans were engaged in an 
uphill battle to establish an enabling environment for the teaching 
and learning of Afrikaans as an additional language. The following 
figure bore testimony to the above assertion: 
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Figure 10: Role of professional organisations in Afrikaans 
development 
 
 
Whilst few schools in this region still taught Afrikaans, it was also 
true that at most of these schools there was only one Afrikaans 
educator who taught all Afrikaans classes. Inadequate provision of 
appropriately qualified educators of Afrikaans resulted in 
incumbents being overloaded with student numbers and teaching 
hours. This negative teaching and learning environment was 
further exacerbated by limited and sometimes the non-existence of 
resources, coupled with the scarcity of essential supportive 
materials required for effective learner progress. There was 
evidence of one educator having to teach Afrikaans at two 
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different schools in order to meet the dire shortage of human 
resources. 
 
To the question: “Do you think that, in the teaching of Afrikaans, 
mixing languages dilutes the language?”  the following answers 
were produced: 
(1) Yes          38.46% 
(2) No           53.84% 
(3) Sometimes                      7.69%  
 
This question explored the dialectical tension between language 
purity and situational language skills. Traditionally, language purity 
was held in high regard and maintained in formal settings such as 
the classroom situation, while in informal environments CS was the 
order of the day. It is therefore debatable whether the 38% of 
“Yes” and 54% of “No” responses above were informed by 
perceived appropriateness of “proper” language use, or a reflection 
of actual modes of language use in real communication situations. 
Nevertheless, the majority view casts doubt on the purist notion of 
CS being a language pollutant. In the opinion of Mati (2003, p. 2), 
language is not diluted when it is used additively, but is lost when 
it is used subtractively. He explains the two terms “additively” and 
“subtractively” as follows: 
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An additive bilingual has learned an additional language 
in addition to the first, whereas a subtractive bilingual 
has gradually lost one language while acquiring a second. 
 
Gonzalez and Maez (1980) describe the kind of CS used by 
subtractive bilinguals as “regressive” CS. This occurs in children, 
who are engaged in the process of losing their first language and 
leaning on their additional language to supply missing elements. It 
could, therefore, be assumed that the purist reservation about CS 
emanates from, among others, their fear of subtractive 
bilingualism. This, however, is not the aim of using CS in the 
teaching and learning situation. The main focus of CS in teaching 
an additional language is to gradually usher the learner into the 
new language and lead him/her to full comprehension of, and the 
ability to use, the additional language (in this case Afrikaans) in all 
situations. 
 
In a question, which was aimed at getting to the core of 
meaningful teaching of Afrikaans to additional language speakers, 
educators were requested to pass a judgement on how they 
delivered their lessons in order to make learners understand the 
intended outcomes of the lessons. The response to the question: 
“Do your learners understand you well when you use Afrikaans 
only when teaching?”  painted a grim picture of what happened in 
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the classrooms -- which formed part of this study. The following 
diagram provides a graphical representation of the responses.  
 
Figure 11: Learners’ understanding when only Afrikaans is spoken 
in class 
 
 
The fact that the vast majority (85.71%) of the respondents stated 
that they did not understand when the educator used Afrikaans 
only, was a clear warning that even those educators who claimed 
to be monolingual in their approach were running the risk of a 
futile teaching experience. What is the use of teaching if no one 
understands the language through which teaching is 
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communicated? The “Yes” variable did not feature at all. This 
suggested that no learner understood the educator when only 
Afrikaans was used in teaching and learning in the classroom: a 
situation that called for urgent reconsideration of current 
classroom practices and assessment procedures. The following 
remarks were made by the educators to explain why the learners 
did not understand when the educator used only Afrikaans in class: 
 
(1) “Learners need interpretation because Afrikaans is too foreign 
to them. If you speak Afrikaans only, you get nowhere with the 
lesson.” 
(2) “Students belong to different language backgrounds.” 
(3) “Our learners’ environment makes it difficult for them to 
acquire this language as parents no longer mix with Afrikaans 
speakers.” 
 
As a follow up question on the lack of comprehension on the part 
of learners in these classes, educators were asked how they “make 
up for this problem”. The response to this question was significant 
and underscored the thrust of this study: 92.30% said they mixed 
languages in order to assist learners to understand.  
 
The following are the verbatim responses of some of the 
respondents: 
(1) “Mixing languages is unavoidable.” 
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(2) “I translate and make them use dictionaries to get a better 
meaning of the word and the different contexts in which it can be 
used.” 
 
On the question: “Do you see linguistic diversity as a resource or 
constraint in the teaching of Afrikaans?” the educators, who 
regarded linguistic diversity as a resource, represented 69% of the 
responses and 31% saw it as a constraint. The notion that 
languages do not compete with each other but complement one 
another emerged as the dominant supporting tool in classes; this 
was evident from the findings of this study. 
 
 
4.11 Interpretation of the Educators’ Qualitative 
Narratives  
  
The purpose of conducting this qualitative research involving 
educators was to (1) evaluate their professional experiences of 
teaching Afrikaans as a subject; (2) assess their understanding of 
the learners’ language acquisition experience of Afrikaans and (3) 
examine methodological aspects relating to the application of CS in 
language teaching and learning. 
 
The educators interviewed varied quite substantially in the number 
of years of teaching experience. One educator had only one year 
teaching experience in Afrikaans whilst two had three years and six 
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years teaching experience respectively.  The rest varied between 
11 and 16 years. The perspectives thus obtained represented 
views collected from respondents with different lengths of teaching 
experience. 
 
The outcomes of the question ─ “What kind of exposure do you 
have to Afrikaans outside the classroom?”  ─ revealed the 
following: 
 
(1) Only 30.77% of the respondents were home-language 
speakers of Afrikaans. The rest (63.23%) admitted that they had 
very limited exposure to Afrikaans and had to rely on TV 
programmes and Afrikaans magazines to enhance their language 
skills since there were no Afrikaans speaking people in their 
environment that they could communicate with in Afrikaans. It 
became apparent that the educators with limited exposure to 
Afrikaans could themselves hardly speak Afrikaans properly. They 
were actually compelled to make use of multilingual means to 
express themselves and to make learners understand concepts and 
contents relatively alien to themselves as educators.  
 
(2) Out the 13 educators that participated in the study, 53.85% 
were satisfied that Afrikaans was adequately covered in the school 
curriculum, while 30.77% felt that Afrikaans was neglected and 
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deserved more prominence in the curriculum. The percentage of 
the educators that did not respond to the question was 15.38%. 
 
(3) On the question of the equitability of schools’ language 
policies, 46.15% were of the opinion that their schools had a fair 
or even good language policy. Only 15.38% complained that 
Afrikaans did not feature adequately in the schools’ language 
policy. The rest of the respondents (38.47%) did not answer this 
question. 
 
(4) Out of the total number of educators sampled, 46.15% 
described the attitudes of learners towards Afrikaans as positive to 
very positive, while 30.77% perceived the learners’ attitude as 
negative to very negative. It was, however, interesting to note that 
there was a close correlation between negative attitudes and a 
lack of communication skills in Afrikaans. Answers such as the 
following were common: 
“Students are scared of it,” and: 
“There are those who criticize the subject because they struggle 
with it, but others want to learn it.” 
 
(5) The percentage of educators’ responses that indicated that 
sometimes learner attitudes were positive and sometimes negative 
was 23.08%.  
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The biggest challenges that faced educators in the teaching of 
Afrikaans were brought to the fore by the question: “What are the 
challenges you face in the teaching of Afrikaans?”  The educators’ 
responses to this question were categorized as follows: 
 
Table 13  
Challenges of teaching Afrikaans Additional Language 
Responses % 
Monolingual teaching approach 23 
Poor understanding of Afrikaans and inadequate communication 
skills 
58 
Learners are not exposed to Afrikaans outside classroom 15 
Lack of well equipped teaching staff 04 
 
It came as no surprise that poor understanding of Afrikaans and 
inadequate communication skills topped the list of challenges that 
confronted educators in the teaching of Afrikaans.  Also significant 
was the challenge of teaching in Afrikaans only.  To address these 
challenges one would need to focus on modus operandi that would 
improve the communication skills of educators and increase the 
learners’ understanding of Afrikaans.  One option might be to 
ensure that monolingual teaching practices do not become part of 
the problem.  In this regard, alternative options need to be 
considered.  Chapter 5 deals with this option more closely. 
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The educator participants’ reaction to the question: “What is the 
value of mixing languages in the teaching of Afrikaans?” which 
incisively interrogates the above concern, is scrutinised below: 
 
Ninety-two percent (92%) of the respondents were of the opinion 
that mixing languages assisted learners to understand better. The 
rest (18%) stated that it did not necessarily improve 
communication skills, but was a necessary support mechanism in 
the classroom to promote better understanding. This result 
seemed to suggest that CS was already being widely applied in 
classrooms although no official guidelines and prescriptions were 
provided for this practice. 
 
 
 
 
4.12  Discussion of Educators’ Research Results  
 
  It is therefore debatable whether the 38% of “positive responses” 
e.g. “The value is increased understanding of lessons”, to the 
question “What is the value of mixing languages in the teaching of 
Afrikaans?”  -  and the 54% of “negative responses” e.g. “There is 
no value in mixing language, because this retards learning”, were 
informed by perceived requirement of “pure” language use, or a  
reflection of actual modes of language use in real communication 
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situations. This situation was also detected during interviews 
where the respondents were found to be avoiding honest answers 
to questions; they may have thought that by giving honest 
answers they were betraying the Education system or their 
superiors.  
 
The integrity of some responses, especially, from teachers had to 
be critically scrutinized for it nearly compromised the validity of the 
study. The cultural exponents and spirit of ubuntu prevalent in 
the various communities of Transkei sometimes made it difficult for 
respondents to answer revealing questions frankly without fear or 
favour, because the natural and instinctive tendency was to 
protect the immediate environment, whether it was the school 
ethos, classroom practice or learners’ inequities. Despite concerted 
efforts to remain neutral and to conduct the interviews and 
questionnaires in an objective manner, some respondents covertly 
experienced the process as being judgmental and aimed at 
accountability. I had difficulties in convincing some respondents 
not to provide answers that they thought I wanted to hear, but to 
be honest and frank in their views on the situation under 
investigation. To deal with this problem, I explained again that the 
purpose of the study was only academic and not at all 
interrogative. The respondents were asked to give honest answers 
to the questions and not try to please me or hide anything from 
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me. This explanation put the respondents at ease and they began 
to respond freely. This is a common trend with all forms of data 
collection where the researcher is present either as participant 
observer or interviewer. Hubbard et al, (1989, p. 544) experienced 
the same problem in their research: 
 
Despite the high response rate, there was still concern 
that respondents might not be giving entirely truthful 
answers to the sensitive AIDS risk questions. Although 
elaborate procedures were put in place to assure 
respondents that information they were providing would 
be kept anonymous … we were concerned that 
respondents might be unwilling to disclose information 
about illegal or potentially stigmatizing behaviours. 
 
 
The educators’ questionnaire - coherently structured in accordance 
with the thrust of this study - was aimed at investigating the 
possibility of alternative techniques, especially CS, which could 
enhance better teaching practices in Afrikaans Additional Language 
classes. The responses from educators provided valuable 
background information against which CS can be assessed as a 
possible teaching aid. The study was guided by the premise that 
an objective and balanced analysis of the situation that impacts 
upon the teaching of Afrikaans as an additional language through 
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the eyes of educators might be helpful in designing alternative 
methods. 
 
The very fact that the question seeking to determine whether the 
educators used Afrikaans only in class and which was answered 
with a unanimous “No”, clearly suggested that the purist stance on 
language teaching had either long been compromised or it was 
dysfunctional.  
 
 For educators who did not have the necessary academic support 
structures such as subject advisors and functional workshop 
guidance, having to teach learners who were mostly exposed to 
Afrikaans in the classroom only, was difficult enough. When about 
70% of these educators in the sample were themselves unable to 
communicate in Afrikaans fluently, the quality of Afrikaans 
teaching became seriously compromised. The findings revealed 
that the very support that was provided by the organized teaching 
profession was woefully inadequate. This deduction was based on 
the fact that only 14.29% answered “Yes” to the question on this 
issue. Consequently, the teachers had to rely on dubious methods 
and techniques to pursue successful teaching practices in the 
Afrikaans classes for additional language learners. Most Afrikaans 
TV programmes projected CS as acceptable and even the printed 
media showed a more tolerant attitude towards this trend. 
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           All the educators in the sample, by their own admission, stated 
that they did not use Afrikaans only in the class, partly because of 
their own incompetence and partly because learners did not 
understand when only Afrikaans was spoken in the classroom. 
According to Aichun (2003, pp. 2, 12), there is a link between 
achievement by learners and their attitudes towards a subject. The 
fact that the educators’ responses reflected the same trend in 
correlation between learner attitudes to Afrikaans and their 
performance in the subject can be considered as the study’s 
confirmation of the view expressed by Aichun (2003). Those 
learners that showed no interest in Afrikaans gave lack of 
understanding as the main cause for their diminished enthusiasm 
in learning Afrikaans. Furthermore, the fact that even their code 
mixed attempts (aimed at coping with the language) were often 
rewarded with a failed mark, negatively impacted on their attitudes 
towards Afrikaans. Even if the school language policies were 
perfectly designed and up to date and even if Afrikaans were to be 
accommodated in the curriculum appropriately, learners needed 
sufficient exposure to Afrikaans outside the classroom to be 
meaningfully equipped to master the language. The responses 
suggested that the problems could only be properly resolved if a 
multilingual environment in the Afrikaans class was created. The 
reality that emerged from the study, therefore, was that CS was 
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the standard practice in all the schools in this sample, despite the 
fact that educational policies had not made any provision for such 
practice. This state of affairs, undoubtedly, creates a challenge for 
curriculum designers and language policy makers: namely, to 
reconsider their purist position on language teaching. 
 
                 4.13  Interpretation of the School Managers’ Single-
Response Qualitative Data 
 
While it is expected that the educators would display a positive 
attitude towards Afrikaans, assist the learners to understand the 
language, and inspire the learners to study it, these objectives 
cannot be achieved without the involvement of education 
management personnel. It is important to subject to close analysis 
the role of the school managers in determining school policy as far 
as language application is concerned – a practical language 
classroom that deals with a controversial matter such as CS 
features in multilingual environments. The questionnaire for 
managers was, therefore, aimed at establishing the contribution 
school managers made in determining classroom practice.  
 
The first question in the questionnaire for school managers was: 
“Do you have enough human resources for the teaching of 
Afrikaans in your district?”  The diagram below indicates the 
responses of the managers to this question: 
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         Figure 12: Do you have enough human resources for Afrikaans 
teaching? 
 
 
The fact that 58.33% of school managers responded with a “No” 
to the above question suggested that lack of human resources for 
offering this subject needed   serious attention. The result revealed 
that Afrikaans could only be taught meaningfully as an additional 
language, if the personnel, who could apply appropriate teaching 
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strategies to meet the needs of learners, were made available to 
the schools. 
 
The next question requested the opinion of school managers on 
the value of Afrikaans teaching in their schools. The responses to 
the question: Do you think students of Afrikaans are better 
equipped for the world of work?”  were captured in Table 14 
below: 
 
Table 14 
 Are Afrikaans learners better equipped for the world of work? 
  Frequency Percent Valid Percent Cumulative Percent 
Valid Yes 10 83.3 83.3 83.3 
No 1 8.3 8.3 91.7 
Sometimes 1 8.3 8.3 100.0 
Total 12 100.0 100.0  
 
If 83.3% of school managers in the study agree that learners of 
Afrikaans are better equipped for the world of work, it would be 
expected they would ensure effective teaching of the subject and 
assist in the creation of new strategies to facilitate efficient 
teaching and learning of Afrikaans.  
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The following were some of the explanations given to substantiate 
their reasons for why they thought that the learners of Afrikaans 
were better equipped for the world of work: 
 
“Because in the world of business there are many Afrikaans 
speakers.” 
“Because most of the people who run the South African economy 
are Afrikaners.” 
The following question directed at school managers addressed the 
focus of this study directly:  
“Do you think code switching and code mixing is a good teaching-
learning strategy?” 
  
Figure 13 gives a clear picture of what the respondents felt about 
the use of CS in    the classroom. 
 
 Figure 13: Do you think code switching and code mixing are a 
good teaching-learning strategy? 
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The mere fact that the majority (58.33%) confirmed that they saw 
CS as a good teaching-learning strategy is indicative of the need to 
revisit the existing additional  
 
language teaching methodologies. Only 8.33% were not in favour 
of CS as a teaching-learning strategy. This state of affairs suggests 
that the “purists” need to review their stance and reconsider its 
benefits for teaching and learning in a multilingual context that 
prevails in South Africa. In linguistic communities where CS is 
practised on a daily basis, it comes as no surprise that most school 
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principals are in favour of CS being infused in the methodology of 
language teaching. This response was in line with the general 
trend indicated as the situation in the schools in accordance with 
the response provided by educators who admitted that they 
utilized multilingual practices such as CS even when they taught 
one specific language (see p. 145). 
  
Another question was aimed at determining whether or not 
Afrikaans was fairly represented in high school classes in terms of 
the number of registered students: “Is Afrikaans fairly represented 
in the secondary school classes in terms of registered students?”  
(see Table 15). 
 
Table 15 
Representation of Afrikaans in secondary school classes in terms of registered 
learners 
  Frequency Percent Valid Percent Cumulative Percent 
Valid Yes 6 50.0 50.0 50.0 
No 6 50.0 50.0 100.0 
Total 12 100.0 100.0  
 
 
The answers to this question yielded a 50-50 response, which 
suggested that Afrikaans was fairly represented according to the 
number of registered students. 
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4.14  Interpretation of the School Managers’ Qualitative 
Narratives 
 
The first question that managers had to answer was: “What kind 
of resources is devoted to the teaching of Afrikaans?” 
 
Out of the sampled number of school managers, 8% reported that 
only textbooks were used while 50% indicated that they used 
textbooks, newspapers and magazines. The use of photocopied 
material, textbooks and study guides was mentioned by 25% of 
the sample while 17% added the use of TV programmes and video 
cassettes to enhance teaching and learning. A few schools referred 
to the internet as a resource utilized by learners who had access to 
such facilities. An interesting difference that emerged between 
urban and rural schools was access to modern technology and its 
application in enhancing language teaching and learning in 
schools. While rural schools mainly made use of textbooks, 
newspapers and magazines, urban schools had access to modern 
facilities such as photocopiers and the Internet as resources.  
 
The responses to the second question: “What is done to promote 
the teaching of Afrikaans in the district?”  could be categorized as 
follows: 
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The majority (75%) of the educators were encouraged to attend 
workshops, as a professional activity that promoted the teaching of 
Afrikaans in the district. In addition to this, 17% referred to the re-
introduction of Afrikaans in the feeder primary schools as another 
method of nurturing the teaching of Afrikaans. 
 
A few schools, however, did not do anything to promote Afrikaans. 
According to these schools “(t)here is no interest in Afrikaans, 
especially in political circles, for the belief is that it is the language 
of the oppressor”. 
 
As already indicated, although workshop attendance by educators 
was demonstrated, their willingness to perform their professional 
duties according to official policies, and the desired outcomes of 
most of these workshops, were questionable. The intended 
professional benefits accruing to the workshop attendees might 
not have achieved the intended objectives because they were not 
organised and run by either subject advisors of Afrikaans or 
experts. Consequently the workshops might not have contributed 
anything towards the capacity building of the Afrikaans educators 
in a meaningful way. The findings seem to suggest that the 
negative environment that plagues the teaching of Afrikaans as an 
additional language could be improved if school managers shared 
the responsibility of successful teaching of subjects (in this case 
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Afrikaans) in the schools. Furthermore, the reintroduction of 
Afrikaans in primary schools without rethinking the methodology 
and capacitating educators towards better quality of teaching 
compounded the problems instead of redressing the problems and 
ensuring better quality teaching throughput. 
The responses to the question that prompted school managers to 
express their views on what was being done to promote Afrikaans 
teaching generated a number of answers. One of the 12 sampled 
school managers said that this problem was being tackled by 
introducing Afrikaans in the primary schools while nine managers 
explained that promotion of Afrikaans teaching was done through 
workshops and seminars. The rest of the school managers (two) 
reported that nothing was done to promote the teaching of 
Afrikaans. The latter position (that argued that nothing was being 
done to improve the teaching of Afrikaans in schools) confirmed 
the views of some managers who were interviewed at the initial 
stage of the study, i.e. when I went to submit letters of application 
to conduct this study in those schools. According to the 
information I had from the Education Management Information 
System (EMIS) data of the Provincial Department of Education, 
those schools were listed as schools doing Afrikaans as an 
additional language. However, on arrival at those schools the 
school managers told me that they only had a few Grade 12 
students and they were their last lot of learners to take Afrikaans 
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as an additional language because the schools were phasing out 
Afrikaans. A number of reasons were given for why Afrikaans was 
no longer offered in those schools. Firstly, the school managers 
stressed the point that the problem did not originate from the 
school managers. They reported that while the Colleges of 
Education were still in existence, the preparation of primary school 
Afrikaans educators was discouraged in the Transkei region and 
this led to a shortage of Afrikaans educators in primary schools in 
the region. This was done by advocating that the Afrikaans 
Kommunikasie module should not be compulsory. Traditionally, 
student educators at Colleges of Education had to take Afrikaans 
as a compulsory subject to enable them to teach Afrikaans from 
Grade 5 up to Grade 7. The phasing out of compulsory courses in 
Afrikaans at such colleges of Education led to all students deciding 
not to choose Afrikaans as a teaching subject. When the 
educators, who chose not to offer Afrikaans as a teaching subject 
during their teacher education at Colleges of Education started 
teaching, they were unable to teach Afrikaans in Grade 5 because 
they had never done Afrikaans either in their own high school 
education or teacher training education. This situation led to an 
acute shortage of Afrikaans teachers in the region and Afrikaans 
was dropped at many primary schools, hence, only very few 
learners progressed to high school level with any knowledge of 
Afrikaans.  
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The problems outlined above were worsened by the decision taken 
by the then Minister of Education, Professor Kader Asmal, in 2000 
to close down some of the Colleges of Education. As the Colleges 
of Education were the only institutions that provided educators for 
primary schools and no alternative provisions were made to train 
primary school teachers with skills in the Afrikaans language, the 
teaching of Afrikaans was severely undermined in this region. The 
negative effect of this event caused a ripple effect as no learners 
with Afrikaans competence filtered through to high school level. 
 
A variety of answers was given in response to what was being 
done to remedy the situation sketched above and to promote the 
professional development of educators. Forty-two percent (42%) 
of the school managers’ responses stated that workshops were 
used to promote the professional development of educators. While 
8 said that regular subject meetings were used in promoting the 
teaching of Afrikaans, 50% claimed that nothing was done to 
enhance the status and teaching of this language.  
 
The underlying conditions that adversely affected the teaching of 
Afrikaans as an additional language are confirmed by the views 
presented by participants. Some of the comments that conveyed 
the realities of the school environment are presented below: 
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 “There is a negative attitude towards the language.” 
“Opportunities for professional development are channelled to 
learning areas like Mathematics, Science and Technology.” 
 
One of these respondents, who felt that nothing was done to 
promote professional development of Afrikaans educators, 
suggested that there should be at least one subject advisor for 
Afrikaans. This complaint seemed to re-affirm the response that 
Afrikaans educators in their efforts to promote the teaching of 
Afrikaans held regular subject meetings to assist one another and 
tried to clarify the grey areas in the subject – a high level task 
which should have been the function of an expert subject advisor. 
(This state of affairs will be addressed again in Chapter 5.)  
 
The school managers, who indicated “Yes” to the question “Do you 
think students with Afrikaans are better equipped for the world of 
work?” substantiated their responses as follow: 
 
(1) “Because it is spoken in South Africa and in neighbouring 
countries.” 
(2) “Because the learners will also work in countries where 
Afrikaans is used.” 
(3) “Yes, especially where the majority of people speak the 
language and also in companies where most of the workers and 
employers speak Afrikaans. 
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To the question that required their determining whether mixing 
languages was a good or a bad Afrikaans teaching and learning 
strategy, the following responses were given by some of the 
respondents: 
 
(1) “Yes, mixing languages is good because sometimes the 
learners don’t understand the educator.” 
(2) “Yes, it is good because you move from the known to the 
unknown.” 
 
The respondents assigned reasons for the poor representation of 
Afrikaans in the classes, to the following: 
(1) “It seems the future of Afrikaans is a bit uncertain.” 
(2) “It is the language of the minority and former oppressor.” 
(3) “The students and the parents prefer their own tongue i.e. 
isiXhosa to Afrikaans.     They have a negative attitude towards 
Afrikaans.” 
(4) “Learners think that Afrikaans is difficult and they run away to 
subjects they think are easy.” 
(5) “The language is used only in the classroom. There is no 
literature and no magazines or TV; there is nothing interesting 
in Afrikaans.” 
 
The above responses revealed that there were four major factors 
that contributed to the poor representation of Afrikaans in the 
target schools and in the Eastern Cape as a whole. These were: 
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  Uncertainty about the future of the Afrikaans language; 
  Negative attitude to Afrikaans owing to political reasons; 
 
  A misconception that Afrikaans is difficult; and 
  Lack of resources. 
 
4.15  Discussion of School Managers’ Results  
 
It was clear from the above responses of the school managers that 
all was not well with the teaching of Afrikaans in their schools. The 
realities were that the much- needed human resources were not 
likely to be made available – a constraint that would affect the 
implementation of new approaches and methodologies aimed at 
alleviating the dire inequalities. The fact that the school managers 
perceived Afrikaans as an important tool for the learners’ future 
careers coupled with a tolerance for CS in language learning 
environments, offers an opportunity for innovative thinking that 
can address the language teaching and learning problems in the 
disadvantaged and rural schools that are otherwise not attended to 
in an adequate and feasible manner.  
 
The analysis of the 2010 end-of-the year national matriculation 
examinations clearly suggests that the provision of textbooks and 
other teaching aids did not succeed in ensuring higher pass rates. 
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Nor did the attendance of workshops and cluster meetings by 
teachers produce the desired outcome. The responses of the 
school managers analysed and interpreted together with those of 
learners and educators necessitates a re-thinking of the current 
physical and methodological practices. The findings suggested that 
supplementary strategies such as the exploitation of the dynamic 
attributes of CS and CM have the potential to fill the gap in natural 
and coherent ways that were ignorantly avoided for perhaps too 
long.  
 
The data and findings generated by the school managers’ 
questionnaire presented a rather gloomy picture of the situation of 
Afrikaans in their schools. The responses to the question that was 
intended to establish the kind of resources available for the 
teaching of Afrikaans revealed the three major constraints that 
impacted negatively on the teaching and learning of Afrikaans as 
an additional language: 
(1) There was a general lack of resource materials; 
(2) There was a big difference between resource materials used in 
the urban and rural schools; and 
(3) There was a shortage of human resources. 
 
4.16 Conclusion  
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This chapter presents data analysis and interpretation. In view of the fact that 
there were three questionnaires to be analysed simultaneously, the data analysis 
sequence was such that the profile of the learners was dealt with first, followed by 
the profile of the educators, and lastly, the profile of the school managers. This 
sequence was also applied to the interpretation of all respondents’ short, discrete 
qualitative data and open-ended, opinion-seeking qualitative data, followed by the 
discussion of research results of each category of respondents.  
The data discussed in this chapter serves the purpose of indicating the major 
discrepancies, flaws and inadequacies as far as the current practices of Afrikaans 
teaching in disadvantaged and rural schools in the Transkei region are concerned.  
It also provides the context within which CS can play a potential role in language 
teaching. Another discovery that was revealed by this chapter was that some good 
intentions by educators and school managers, and ambitions of learners, are 
sometimes jeopardized by approaches, methodologies and practices that are 
focused on monolingualism.  
CS does not operate in a vacuum; it fulfils needs in specific circumstances, as 
indicated by researchers such as Myers-Scotton (1993b), Kieswetter (1995) and 
Finlayson and Slabbert (1997).  
 
A closer look at the responses of the three categories of respondents under 
investigation, i.e. the learners, the educators and the school managers, revealed 
the following: 
 
(1) Similarities:  
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  Both the learners and the educators confirm that they code switch 
in Afrikaans    classes.  
  Both the learners and educators admit to a lack of adequate 
exposure to Afrikaans; they rely on selected Afrikaans TV 
programmes and other scarce resources like newspapers and 
magazines to enrich their communication skills.  
  They perceive a monolingual approach to the teaching of 
Afrikaans, poor   
  understanding of the language and limited exposure to it as a 
challenge. 
  Both the educators and the school managers see CS as a 
valuable teaching and  
   learning strategy in the acquisition of Afrikaans as an additional 
language. 
  Despite the above concerns, they both affirm that learners are 
interested in  
   learning Afrikaans. 
  Both learners and school managers are of the opinion that 
Afrikaans is important  
 in the world of work. This implies that being able to mix Afrikaans 
with their first languages is better than a total inability to speak 
Afrikaans; CS therefore provides a channel for communication 
between multilingual speakers. 
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(2)   Discrepancies: 
The findings derived from the learner and the educator 
respondents suggested that there was a discrepancy between 
social realities and classroom practices. How the learners were 
taught and expected to communicate in class was different from 
the way they communicated in real life situations outside the 
classroom. It also surfaced that classroom practices did not 
dovetail with examination practices. 
 
The common trend that permeated all the responses was that the 
vast majority from all three categories of respondents saw CS as a 
resource rather than a retarding factor in the teaching and learning 
of Afrikaans Additional Language. 
 
The above findings suggested that this chapter managed to 
confirm the need for CS to operate as a possible supplementary 
teaching strategy for teaching Afrikaans as an additional language 
in the Transkei region of the Eastern Cape. The next chapter  will 
address ways in which CS can meaningfully operate as a teaching 
strategy for Afrikaans Additional Language in the researched 
region 
 
 
CHAPTER 5 
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 ASSESSMENT OF FINDINGS AND RECOMMENDATIONS 
 
        5.1  Introduction 
 
            This chapter is divided into seven sub-sections, namely, 5.1 
Introduction, 5.2 Key Findings of the Research and their 
Relevance to the Research Questions, 5.3 Critical Assessment of 
Findings, 5.4 Implications of the Study 5.Exposure, Language 
Teaching and Learning, 5.7 Recommendations and 5.7 Conclusion.   
 
In this chapter the findings outlined in the previous chapter will be 
discussed in terms of what they can offer for the future 
methodological structuring of language teaching and the possible 
role CS can play in this regard. This discussion will be guided by 
the research questions posed in Chapter 1.  It will interrogate each 
theme in the light of the experiences revealed in Chapter 4. This 
exercise might or might not provide insights towards the 
development of guidelines or a model on which curriculum 
development can be based.  This meta-critical thinking exercise 
will be dealt with in the recommendations section of this chapter. 
 
 
 
 
 
5.2  Key Findings of the Research and their Relevance to 
the Research   Questions 
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The findings arrived at after the analysis of the data, will be examined in the light of 
the salient questions asked and responses given by the three categories of the 
researched, i.e. the learners, the educators and the school managers.  
 
It was clear from the responses, as mentioned in Chapter 4, that the teaching of 
Afrikaans in the rural schools of the Transkei region in the Eastern Cape was, for 
many reasons, devoid of efficiency. Furthermore, class dysfunctionality consequently 
resulted in poor language acquisition, inadequate class involvement and 
commitment, assessment deficiencies and substandard performance – school 
environmental factors that eventually impacted negatively on examination 
outcomes. 
 
As a consequence of the above-mentioned evidence of disfunctionality, both 
teachers and learners resorted (in the classroom) to English-Xhosa CS as a 
supporting tool to either hide their lack of Afrikaans proficiency or to enhance the 
transfer of meaning.  More often than not, CS in such situations supplemented 
communication acts.  It was, therefore, not surprising that respondents from all 
categories unanimously endorsed the premise that CS could be used as one of the 
valuable strategies in teaching Afrikaans Additional Language in the specified region 
of the Eastern Cape.  
 
This was clearly spelt out in Chapter 4.  The main reason given for their reliance on 
this mode of language teaching was that CS boosted comprehension of the 
language being taught. 
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The results of the study appeared to re-echo the findings of Finlayson and Slabbert 
(1997a and 1997b). These findings have suggested that CS can play a positive role 
in language learning situations. If the results of the study are viewed from the 
perspectives of Finlayson and Slabbert and based on the understanding that there is 
a need for an adjustment in approach and methodology in the teaching of Afrikaans 
as an additional language at the above-mentioned schools, the educational principle 
of moving from the known to the unknown (using CS as vehicle) should be carefully 
re-considered.  A substantial reliance on CS at the beginning of the language 
learning cycle - and then gradually improving proficiency by a gradient decrease of 
CS tolerance in a coherent, comprehensive and well-planned manner - needs to be 
considered. 
  
 
5.3  Critical Assessment of Findings 
 
The findings of the study revealed that teachers instinctively resorted to CS in order 
to create some sense of understanding in the subject because learners tended to 
experience difficulties in understanding class proceedings. Instead of ad hoc 
arrangements in such classes, the question that needs to be confronted is whether or 
not a well-structured approach that resolves the problem should be adopted. If the 
situation revealed by findings of this study is a microcosm of a general trend that 
occurs on a daily basis in hundreds of similar classes all over the country, the 
question that needs to be interrogated is: Should the practice of CS be regularised 
and accommodated in a well-structured manner in order to provide proper guidance 
to teachers, who in many of these instances do not have a good command of the 
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Afrikaans language themselves?  This coincides with the views of Magadza (2008, p. 
2), who comments on English language teaching as follows: 
 
The critical question is: where is the country going to get the expertise to establish proficiency in the English language when most of the teachers 
of the language today are those who were denied a chance to study it themselves? 
 
The problem highlighted above by Magadza (2008) – denial of the opportunity to study the required 
language as a result of either misguided language policies or political ideologies – is 
the same problem that constrains teachers’ performance in Afrikaans Additional Language classrooms.  
 
On the other hand, in arguing for the introduction of CS in the classroom, one has to 
seriously take note of the objections raised by Gumperz (1982, p. 64), who 
categorised CS as evidence of non-proficiency. Whilst he might be right in his opinion 
on this issue, one has to bear in mind that the language learning process is one in 
which the language learner gradually progresses from no or very little skill in the 
additional language to full proficiency after a certain period of time. At the end of this 
period, a low CS tolerance can possibly be justified, but a further investigation is 
needed to assess the functional contribution CS can make at the beginning of this 
process and how CS can be applied in each of the two stages of language acquisition. 
The purpose of additional language learning should co-determine the tolerance levels 
for CS. Such tolerance levels will be discussed later on when a model for CS in 
additional language learning is proposed.  
 
The need for this kind of tolerance is evoked by the realities of classroom practices 
where both the learner and the teacher find themselves victims of educational 
language policies. In the real teaching-learning situation, the teacher has the 
advantage of CS to accommodate the learners. The learners also code-switch at this 
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stage, but the examinations have no room for CS. The very teacher who code 
switches freely in class has no power over the examination policies, and the ultimate 
sufferer in this whole exercise is the learner who consequently fails in the 
examinations, not because of under preparation on his or her part, but because the 
teaching and learning process tolerates CS, but in the assessment process no 
provision is made for CS. This imbalance in power relations has a negative effect on 
the language acquisition effort. 
 
The discrepancy between the language behaviour that teachers display in the 
classroom and the way learners are allowed to respond, becomes even more 
complicated when the learners’ responses in this regard are factored into the 
equation. On the question of whether they were allowed to answer questions in 
another language when questions were difficult to answer in the Afrikaans class, 
32% responded in the affirmative, 0.72% said “Sometimes” and 62% said “No”. 
When it came to answering questions about the examination situation, more than 
83% indicated that they were not allowed to answer any question in another 
language. This situation confused learners and needed to be reconsidered and 
remodelled to accommodate realities that shape and inform language acquisition in 
multilingual and multicultural communities.  
 
Taking into account recent sociolinguistic definitions of language, i.e. that language 
is not a mere communication structure, but rather a social tool to give meaning in 
different contexts and situations, Holtgraves and Kashima (2008, p. 73) feel that a 
rethinking of the way in which additional language learning takes place in 
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classrooms needs to become an imperative. The criteria is no longer correct (“pure”) 
versus wrong (code switched) language, but rather effective versus ineffective 
forms of communication. Kieswetter (1995, p. 7) argues for this position as follows: 
 
Although the language purists would like to believe that language is static and that 
it has only one acceptable form, it is sufficient for anyone to listen to everyday 
conversations to discover that this is not so.  
 
The point of view projected by the above quotation underpins the thrust of the study, 
which is supported by the evidence generated by the findings of this research. 
 
5.4  Implications of the Study 
 
The findings of this study revealed that CS was an important and unavoidable 
linguistic tool in an additional language class.  This confirmed the notion put forward 
by Mati (2003, p. 20), that CS is perceived to be an aide to the learning process. 
Both the learners and the educators admitted that a monolingual approach to 
additional language teaching resulted in lack of mutual understanding. The 
implication derived from this standpoint was that CS contributed positively to 
additional language teaching.   
 
The findings of the study also suggested that the study has implications for 
transferring language realities to the classroom. It is hoped that this study will 
sensitize curriculum specialists to the fact that language teaching and learning 
cannot be divorced from language realities. In the light of the fact that education in 
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South Africa is plagued by crisis and that more than 80% of schools in South Africa 
are under-resourced (Eloff, 2010), it is unlikely that rural schools will in the near 
future be adequately resourced in order to improve the quality of teaching.  The 
negative education environment demands the implementation of alternative 
strategies, which could empower educators and learners for the task at hand.  The 
implication, therefore, is that the multilingual set-up of South Africa necessitates 
that CS be considered as a supplementary aid in the Afrikaans classroom. The 
research findings revealed that both the learners and teachers agreed unanimously 
that Afrikaans was not the only language spoken during Afrikaans lessons. They 
further affirmed that CS enhanced mutual understanding between the learner and 
the teacher. 
                                             
  5.5 Exposure, Language Teaching and Learning, and Code 
Switching 
  
Traditionally, acquisition of a new language was seen as going hand in hand with 
specific behaviouristic language patterns and adequate exposure to sufficient stimuli 
from the language (Probyn et al, 2002, p. 42). More than 92% of educators 
indicated that they incorporated elements of Afrikaans TV programmes, literature 
and newspapers into lesson contents, however, learners’ exposure to Afrikaans 
outside the classroom showed a much lower percentage. 44% of the learner 
respondents stated that they read Afrikaans literature in their free time and 73% 
admitted watching TV programmes with Afrikaans content; 48% of learners 
reported that they used Afrikaans outside the classroom. 
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The problem that impacted most negatively on language acquisition appeared to 
emanate from the amount of exposure to the Afrikaans language that teachers got.  
The extant literature and the results of the study revealed that in remote areas such 
as Lusikisiki and Mthatha outskirts, for example, Afrikaans was almost non-existent.  
No written Afrikaans material of any sort constituted part of everyday life. The only 
everyday contact with Afrikaans was on TV where mixed channels occasionally 
exposed people to spoken (and to a lesser extent written) Afrikaans.  It was highly 
unlikely that non-Afrikaans-speaking teachers listened to Afrikaans radio stations.  
The only other exposure teachers got to Afrikaans was to the meagre supply of 
school textbooks available for different grades, and old newspapers and magazines 
collected over years.  Literature on modern realities was scarce.  
  
More than 92% of the sampled learners were additional language speakers of 
Afrikaans.  Furthermore, in 67% of the cases there was nobody at home who 
spoke or had a good command of the Afrikaans language. About 50% of learners, 
therefore, reported that they had no exposure of any kind to Afrikaans outside the 
classroom.  To show progress and perform in school under such unfavourable 
conditions required unique solutions. The reviewed literature and the findings of 
this research suggested that CS seemed to offer an additional teaching strategy in 
this regard. This positive view is further consolidated by the fact that CS is 
grounded upon an old pedagogical principle that sanctifies the notion of moving 
from the known to the unknown and from the simple to the complex. 
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The question now is: How can Afrikaans learners be best equipped and supported 
to acquire an adequate command of the Afrikaans language to be able to use it to 
achieve their goals in life? 
 
An attempt to make a contribution to the answer to this very complex question 
follows in the recommendations hereunder. 
5.6  Recommendations 
 
This section is focused on deriving suggestions based upon the research findings, 
which could be used in structuring a new additional language teaching and 
learning model that incorporates CS as a teaching strategy. The section is 
subdivided into:  
(1) A suggested model of incorporating CS as a teaching strategy and (2) Code 
switching in the examination of Afrikaans Additional Language.  
 
5.6.1 A Suggested Model of Incorporating Code Switching as a 
Teaching Strategy: The Gradient Accommodation Model (GAM) 
 
The most important model from which this study draws its strength is the one 
espoused by Finlayson and Slabbert (1997a); they postulate the five important sub-
categories of accommodation, which have already been discussed in detail in Chapter 
2. The five sub-categories seem to have provided functional guidelines and the 
intended educational benefits of using CS in additional language acquisition, which 
reinforce the fundamental preoccupation of the study: to establish  whether or not 
using CS in teaching languages has any impact on learners’ additional language 
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acquisition or not. The five-pronged sub-categorisation of accommodation constructed 
by Finlayson and Slabbert (1997a) illuminates the central concern of language learning 
and teaching: understanding and being understood.   
                                                                                 
On the basis of certain educational imperatives, which are outlined in the research 
studies by Foertsch (1998) and Zabrodskaja (2007), I would like to suggest a model 
structured around CS that could be used in maximising the mastery of Afrikaans 
Additional Language skills.  
This model takes as its point of departure Myers-Scotton’s Markedness Model.  In her 
reference to the negotiation principle it appears that the speaker chooses the form of 
his/her conversation contribution such that it indicates the set of rights and obligations 
in relation to the addressee (Myers-Scotton, 1993b, p. 113). This is further clarified by 
her definition of the sequential unmarked CS. In her opinion, sequential CS supersedes 
the situation, i.e. even if according to a particular situation a certain language stands 
as the only accepted language of communication, the speaker still code switches to 
accommodate some people who might not understand the language at hand but want 
to participate in the conversation. Her claim “but I prefer to label this code switching in 
such a way as to indicate that the change in codes is speaker-motivated, not driven by 
the situation”, reaffirms this standpoint. In concord with this assertion Mati (2003, p. 
21) remarks that communicative language competence in school includes Cognitive 
Academic Language Proficiency (CALP), i.e. the ability to function in context-reduced 
settings. In other words what is important in communication is accommodating the 
addressee irrespective of what the situation requires. In the case of this study, the 
school situation (context) does not have room for CS, but in reality it occurs. 
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Finlayson and Slabbert (1997a, p. 128) concur with the above 
notion as they report that accommodation of the addressee 
encompasses among others: 
a) having an awareness of what the addressee prefers and to 
switch accordingly; 
b) a willingness to learn and experiment with other languages in 
the  communication  situation; 
c)   establishing common ground – to meet the addressee half-
way with language;     and 
d) employing measures to make yourself understood (see pages 
63-65).   
    
The GAM model is intended as a gradual strategy towards mastery of Afrikaans as an 
additional language. In the bid to accompany the additional language learner, a 
gradual move from the home language to the target language is followed. Initially, 
i.e. in the elementary phases of Afrikaans, CS could play a dominant role. The 
approach could be as follows: In the first few classes where communication skills are 
taught, the learners’ home language will form the basis of communication, and the 
nouns (for example Xhosa nouns) will gradually be replaced by nouns from the target 
language: 
 
(Step 1)  Inja iluma ihagu > Inja iluma die vark. 
Inja iluma ikati > Inja iluma die kat. 
Inja iluma ihagu > Die hond iluma die vark. 
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Inja iluma ikati > Die hond iluma die kat. 
(Step 2)  As a second step, the focus can be shifted to teaching 
Afrikaans verbs (for example) within a CS context: 
Indoda itya inyama > Indoda eet inyama. 
Indoda isela amanzi > Indoda drink amanzi. 
 
Gradually the vocabulary of both nouns and verbs in the target language is enriched 
to such an extent that CS becomes gradiently less needed by learners. This approach 
can be extended gradually to include word categories such as adjectives, adverbs, 
pronouns, prepositions, etc. This pattern of CS dependence can be adjusted 
according to new topics being addressed in class and can follow a V-shaped wave 
pattern: sometimes it is more needed (at the beginning of a new topic), and 
sometimes less (as progress is made with the mastery of a new topic). See Figure 14. 
 
Figure 14: V-shaped GAM pattern 
     C 
            D 
          
   
      A      B 
              Duration of teaching and learning 
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A to B represents the duration of teaching and learning, which can be one teaching 
period, a week, month or a year, or even the whole duration of learning over a 
period of years. C represents the spike of CS application and tolerance.  D 
represents the least degree of CS application and tolerance.  CS application is high 
at the beginning of the learning cycle, whether it is a lesson, or a topic or a section 
such as literature or creative writing.  This model is based on a moving from the 
known to the unknown and the more the unknown is mastered, the more the 
previous known becomes redundant, i.e. (in this context) the more Afrikaans is 
mastered (in a period week, month, year, etc.), the less CS will be needed.  Each 
spike is lower than the previous one, because learning which has taken place, can 
be applied in the new cycle topic or section. 
 
Since most learners of the lower grades come to class with no prior knowledge of 
Afrikaans, it is necessary that at this stage CS dominates the teaching of the 
additional language.  
It should be emphasised that learners’ reliance upon CS application in learning an 
additional language is gradually reduced as the learners progress from primary 
school level to high school or tertiary level. 
  
CS is not used in class as a language on its own, nor does it seek to replace any 
language. Instead of replacing any language, it is used as an aid towards the 
mastery of the language being taught; hence, this approach allows for the gradual 
reduction of CS as the learner progresses with additional language acquisition. The 
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educator is also expected to reduce his/her CS tendencies. As already stated, the CS 
learning strategy is informed by the notion of moving from the known to the 
unknown ― a well-known and accepted pedagogical principle. It is unthinkable that 
anyone can master any information, if from the outset it is presented in a foreign 
and complicated form. This also applies to additional language teaching. How can a 
child, who has never been exposed to a new language, be expected to master it if 
the language/s he/she knows is not used as a springboard in galvanising his/her 
acquisition of the additional language?  
 
Since the aim of language teaching is to lead the learner to full mastery of the 
additional language, CS is not the end product of language learning. It only 
facilitates the process of the additional language learning so that the mastery of the 
language is achieved. It is for that reason that this model suggests that, at the 
initial stage of language learning, CS should dominate and be gradually reduced as 
the learners climb the ladder of their academic career. 
The following scenarios from everyday conversation are provided as examples to 
illustrate this gradual move from home language to the target language in language 
learning. These scenarios portray the gradual progress of language acquisition by 
children of different age groups in natural settings. Though language learning in 
these scenarios is not taking place in the classroom, the pattern it follows is the 
same as the one represented by Figure 15 of the Gradient Accommodation Model 
(GAM).  The example of the dialogue between Louis and Philemon in scenario 1 
below, shows that at the beginning of language contact there is a high level of CS 
from the home language to the target language.  
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Scenario 1 
 
Themba is in Grade 3 (Xhosa-speaking) and he is talking to 
his friend, Gert (Afrikaans-speaking) – 80% CS from Xhosa 
(mother tongue) to Afrikaans  (target language). 
 
Themba: Wag, Gert! Xa ndiyigcwalisile, ndizokubiza! 
Wait, Gert! When I have filled it I will call you! 
Gert: Het jy dit nou volgemaak, Themba? 
Have you filled it now, Themba? 
Themba: Ja, Gert, volgemaak. Yiza thatha yona. 
Yes, Gert, filled it. Come and fetch it. 
Themba wants to fill the container of water and then call Gert to 
load it in the van. 
 
            In this mixed sentence, Themba - eight years old and in Grade 3 - successfully 
conveys his message to an Afrikaans-speaking Gert. Gert carries out the instruction 
regardless of a mixed sentence. At this stage the main concern of language use is not 
grammatical structures and language purity, but communication. The 80% percent 
intermingling of languages at play here indicates that at this stage the child makes 
more use of home language than the target language. 
 
Likewise, Figure 15 following later illustrates that CS has to play a prominent role in 
the class of beginners in order to introduce them to the new language that is being 
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taught. Their knowledge of the home language helps a great deal at this stage, 
because it forms the foundation of additional language teaching. The main focus at 
this level is building vocabulary and initial sentence formation. The 80% percent CS is 
regarded as necessary at this stage since the child still has limited vocabulary of the 
additional language.  
 
 
 
 
Scenario 2 
 
Sindi is 11 years old and in Grade 7.  She is learning 
Afrikaans from her sister, Nomsa, who used to live in 
Kimberley and knows Afrikaans: 50% CS from mother 
tongue to target language. 
 
Sindi: Siya nini kwivakansie? Ek is verveeld om hier te bly. Hoe 
wens ek besivala môre isikolo! 
When are we going for the holidays? Staying here bores me. How 
I wish schools were closing tomorrow! 
Nomsa: Oor twee weke. Usazohlala apha sisi. Jy sal nog Junie 
eksamens moet skryf. 
In two weeks’ time. You are still going to stay here, sister. You still 
have to write June examinations. 
Sindi: Kutsho ukuthi ek moet geduldig wees. 
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This means I must be patient. 
Nomsa: Ja, jy het geen  choice nie my sister. 
Yes, you have no choice my sister.  
 Sindi and Nomsa’s sentences, though 50% code mixed, blend well 
grammatically. 
 
The amount of CS from the vernacular to the target language has 
declined by 30% at this stage, i.e. from 80% to 50%. This is 
informed by the fact that at this stage the child has an increased 
vocabulary and can construct reasonable sentences. Interpreted in 
the light of the V-shaped wave diagram above, this scenario 
indicates that the spike that indicates high tolerance of CS is now 
lower than what it was at the beginner’s level. (Compare this with 
the scenario depicting Themba and Gert.)  
 
Scenario 3 
 
Thembi and Thoko are both 13 years of age and are in 
Grade 8. Thoko is learning Afrikaans from Thembi: 30% CS 
from mother tongue to target language.  
 
Thembi: Wie in ons groep have their birthdays hierdie maand? 
Who in our group have their birthdays this month? 
Thoko: Why ubuza loo nto? Gaan jy hulle presente koop? 
Why do you ask that? Are you going to buy them presents? 
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Thembi: Nee, nee, Tshomam. Ek is op soek na dié wat are 
members of Secret Tribe.  
No, no, my friend. I’m just looking for those who are members of 
the Secret Tribe. 
           Thoko: Wat is spesiaal about them? 
What is special about them? 
           Thembi: Weet jy? KwaSpur kry ons discount and sitreat(wa) soos 
konings 
           en koninginne.  
You know what? At Spur we get great discounts and we are 
treated like kings and queens. 
 Thoko: Sê vir my, my vriend, ujoyina njani umntu apho? 
Tell me my friend, how does one become a member? 
 Thembi: Dis maklik Tshomam. Gaan sommer na Spur toe. Hulle 
sal jou help.  
 It’s easy my friend. Just go to Spur. They will assist you. 
 
In this scenario, the rate of CS from Xhosa and English is about 
30% and is more inter-sentential than intra-sentential, showing a 
reasonable degree of trilingualism.  
Scenario 4 
  
Two Grade 11 boys, Japie and Lindo (17 years of age) are 
having a dialogue. Japie is Afrikaans speaking and Lindo is 
Xhosa speaking: 20% CS from Xhosa to Afrikaans. 
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Japie:  Ek is dors, my bra. Wat van Madlamini? 
          I am thirsty, my bra. How about Madlamini (shebeen 
queen)? 
Lindo: Ag, nee, jong, wat doen ons xa esibamba uMadala? 
          Oh, no chap, what shall we do if Madala (school security 
guard) catches us? 
Japie:  Dis bene hierdie, hy kan ons nie vang nie! 
          These are legs, he cannot catch us! 
Lindo: Aikona! Ek wil nie geslaan word nie. 
          No, no, I don’t want to be beaten up! 
Japie: Uligwala elinjani? Those people are in a meeting. Hulle sal 
ons nie sien nie!  
        What kind of a coward are you? Those people are in a 
meeting.  
       They will not see us. 
Lindo: Gaan alleen. Andiyi apho mna! 
          Go alone. I am not going there. 
 
The CS in the dialogue above is more relaxed. By its very nature it 
reveals that it is not triggered by language deficiency. The skilful 
way in which sentences from these three languages fall into place, 
displays a linguistic skill. This is in line with what Gxilishe (1992, p. 
23) says, i.e. that CS is a linguistic skill in the same fashion that 
writers change style.                                              
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Scenario 5 
  
Two second year students aged 20 and in their second 
year at university discuss the examinations versus part-
time employment. They are doing Afrikaans as one of their 
major subjects: 10% Xhosa CS to Afrikaans takes place. 
 
Xolile: Hey, my bra, wanneer is jy klaar met eksamens? Ek is moeg 
ngoku yile nto yakho. 
Hey, my bra, when do you finish writing? I’m tired of your tricks. 
Siphe: Geen tricks nie my broer. Ons moet nog elke dag 
universiteit toe gaan. Ons is nog besig met eksamens. 
I have no tricks my brother. I still have to go to the university 
everyday. I am still busy with examinations.  
Xolile: Every time jy praat van “Nkere”. Eintlik, wanneer kry jy 
klaar met jou eksamens sodat ons deeltyds kan gaan werk? Ons 
wil geld hê, bra. Hierdie madalas is so stingy. 
Every time you talk of the university (“Nkere”). Truly speaking 
when do you stop writing so that we can go for part-time jobs? We 
need money brother. These oldies are very stingy. 
Siphe: Het jy vergeet ons het ‘n groot strike gehad wat al ons 
eksamentyd gevat het? Ja! Ziyabuya ngoku. Ons moet 
verantwoordelikheid neem vir ons aksies. You know, sivula vroeg 
volgende jaar. Ek sien geen kans vir part-time jobs nie. Yindlala 
yodwa! 
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Have you forgotten we had a big strike that took all our 
examinations’ time? Yes! It’s tough now! We have to take 
responsibility for our actions. You know, we open early next year. I 
see no chance for part-time jobs. We are going to starve! 
 
The conversation in this scenario is indicative of multilingualism 
that is prevalent in Eastern Cape (RSA) tertiary institutions. These 
students show some kind of mastery of Xhosa, English, Afrikaans 
and also Tsotsitaal (see “Nkere”). The term “Nkere” is known only 
to Walter Sisulu University (South Africa) students, which they 
have coined the term from Makerere University (Uganda). This 
term illustrates their identity with other predominantly black 
universities in Africa - expressed in their unique Tsotsitaal to fondly 
refer to their own university.  
 
The examples given above are indicative of informal language acquisition in which 
children create a cocktailed code-mixed language that combines Xhosa, English and 
Afrikaans. In these scenarios the participants are learning from each other and the 
level of CS is determined by the exposure and age group of each pair. As the 
children grow older and are immersed in an environment where Afrikaans is spoken, 
their use of other languages, other than Afrikaans, gradually diminishes.  If in the 
classroom situation, foreign languages were to be taught in the same relaxed way, 
additional language acquisition may well be much easier. In the above examples, 
language is acquired stressfree within the context of the child’s age level. The 
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embedded language fits in spontaneously within the matrix language. This leaves 
the learner with the minor task of gradually purifying the language by reducing CS 
at his/her own pace. Secondly, home language dominance in the CS gradually 
diminishes as the learner progresses to higher levels of education. Initially CS is 
mainly between English and the home language, but within the tertiary group very 
few home language (Xhosa) words feature in the conversation. This illustrates the 
fact that the student has gained more fluency and confidence in English and 
Afrikaans and therefore uses these languages freely in the conversation. 
 
For this model to be applicable the following suggestion needs serious 
consideration: That expert subject advisors be employed to boost the status of 
Afrikaans and to guarantee constant and meaningful in-servicing (staff 
development) of Afrikaans teachers.  
This would ensure that there are qualified personnel that are able to interpret and 
implement the GAM effectively. 
 
The following graphical presentation illustrates the above 
scenarios: 
              
      
        Figure 15: Decline in CS tolerance according to the GAM Model  
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The cumulative effect this graphical presentation portrays, reveals the high 
prevalence of CS (80%) at the lower grades. The findings re-affirmed that as the 
learner progressed and grew in competence, he/she learned to use other resources 
at his/her disposal and consequently his/her use of CS declined faster (e.g. from 80% 
at beginners’ level to 10% at tertiary level). This situation is also illustrated by the 
descending lines of the V-shaped representation of the GAM above. From the above 
GAM graphical representation one would conclude that the competencies achieved 
per each grade equip the learner for the next grade and as he/she progresses with 
the present grade, the less he/she depends on CS as he/she was in the previous 
grade.  This model contributes to the Pansalb’s proposition that it will have to develop 
“the most sensible strategy to recover and build on the existing functional use of 
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African languages in this country” (Pansalb’s Position on the Promotion of 
Multilingualism in South Africa, 1998, p. 3). It also provides new insights that would 
realize Pansalb’s bid for the development of strategies which build up interlinguistic 
communicative skills and strengthen the functional use and value of each language in 
an interdependent relationship with others.   
  
  5.6.2 Code Switching in the Assessment of Afrikaans Additional 
Language 
 
It surfaced in the responses of all the researched categories that whilst CS was 
employed in the class, it had no room in the examinations. This state of affairs put 
the learners at a serious disadvantage. The summary of the 2010 matriculation 
results clearly portrayed this situation (see Appendix 3). The performance of Grade 
12 students in Afrikaans Additional Language in the provinces whose lingua franca is 
Afrikaans, was very good, whilst the Eastern Cape was the weakest of all South 
African provinces (see Tables 16 and 17 below). The situation is even worse in the 
eastern part of the Eastern Cape, especially in the Transkei region. 
        
 
         
 
 
         Table 16: AFRIKAANS FIRST ADDITIONAL LANGUAGE 2010 NATIONAL RESULTS 
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CAPE  6262 303 920 1300 1443 0 802 215 5959 95.2 41 
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FREE STATE  2707 38 335 635 680 541 328 150 2669 98.6 56 
GAUTENG  29505 2137 6434 6955 5888 4304 2635 1150 27366 92.8 50 
KWAZULU-
NATAL  19134 2525 4262 4135 3254 2417 1550 991 16609 86.8 48 
LIMPOPO  1770 30 185 443 473 337 202 100 1740 98.3 56 
MPUMALANGA  3216 205 688 765 576 458 330 193 3010 93.6 52 
NORTH WEST 2295 78 333 546 488 439 271 140 2217 96.6 55 
NORTHERN 
CAPE  1260 119 191 256 266 240 140 48 1141 90.6 52 
WESTERN 
CAPE  14603 306 708 1888 3987 4307 2668 738 14296 97.9 60 
NATIONAL 
(TOTAL) 80752 5741 14056 16923 17055 13043 8926 3725 75007 92.9 51 
 
 
        
AFRIKAANS FIRST ADDITIONAL LANGUAGE (FAL) – EASTERN CAPE RESULTS 
Province District/District 
Number/Region 
 
(0-39) 
  
(40-59,9) 
 
60-100 
EC Eastern 10 10 0 
 Northern 0 14 4 
 Western 2 21 22 
 Central 8 20 6 
 North Eastern 5 3 2 
 South East 3 2 0 
 
  
           Source: Umalusi 2010 Grade 12 Results 
 
 
          
 
 
 
 
 
 
 
 
 
 
 
         Table 17: AFRIKAANS SECOND ADDITIONAL LANGUAGE (SAL) NATIONAL 2010 RESULTS 
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EASTERN CAPE  317 76 125 70 28 13 4 1 241 76.0 37.3 
FREE STATE  5106 166 1582 1987 956 319 81 15 4940 96.7 44.8 
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GAUTENG  2253 44 504 858 580 213 47 7 2209 98.0 47.5 
KWAZULU-NATAL  1972 17 262 898 530 195 50 20 1955 99.1 49.3 
LIMPOPO  4284 247 1740 1588 554 125 25 4 4036 94.2 41.6 
MPUMALANGA  5019 595 2547 1352 396 94 31 4 4424 88.1 38.3 
NORTH WEST  5284 26 897 2276 1420 525 118 22 5258 99.5 48.7 
NORTHERN CAPE  477 0 131 212 102 29 2 1 477 100.0 45.8 
WESTERN CAPE  403 35 113 166 64 18 7 0 368 91.3 43 
NATIONAL(TOTAL) 25115 1206 7901 9407 4630 1531 365 74 23908 95.2 44.3 
 
 
            
AFRIKAANS SECOND ADDITIONAL LANGUAGE (SAL) – EASTERN CAPE 
Province District  
(0-39) 
 
 (40-59,9) 
 
60-100 
EC Eastern 1 0 0 
 Northern 3 3 0 
 Western 5 3 0 
 
Source: Umalusi 2010 Grade 12 Results 
 
      The bottom parts of Tables 16 and 17 (which selected the Eastern Cape) suggested 
that the reason for failure in the eastern part of this province (the Transkei region) 
could not only be attributed to lack of content knowledge, but also to a language 
communication problem. The students of the Transkei region of the Eastern Cape 
either code switch or do not respond to certain examination questions due to lack of 
verbal tools; thus they become victims of the examinations system. The GAM, 
therefore, seeks to fill this gap by suggesting that at the grades or levels of 
additional language learning, where learners have not yet acquired functional 
language mastery of the target language, the equivalents for difficult words should 
be given in brackets and in their own language. This would assist the learners to 
understand the demands of the questions and consequently answer questions 
appropriately.  Secondly, CS should be allowed in the proportion suggested by the 
GAM, i.e. 80% CS - Xhosa dominating at the beginners’ level, followed by 50% CS in  
Grades 6-7 (Senior Phase) – both languages used equally; 30%  CS - Afrikaans 
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dominating in Grades 8-9 (Junior Secondary); 20%  CS – Afrikaans dominant in 
Grades 10-12 (High School) and 10% CS – Afrikaans dominating at tertiary level. In 
this way the student’s mastery of Afrikaans gradually gains momentum with 
gradient assistance of CS.  
 
       When awarding marks in some components of language, e.g. essays, letters, set 
work or literature two important yardsticks should be used – language use, spelling 
and content. Askes (n.d., p. 361) provided simple marking scales that assist in 
assessing letters and essays. The same marking scales can be used for any 
component of language assessment where content and language are being 
assessed, e.g. literature. Though these marking scales were designed with a purist 
approach to language assessment, adaptations could be made to accommodate 
assessment of code switched responses in line with the suggested GAM proportions 
above (see Tables 18 and 19) and explanation below.  
 
The following tables represent Askes’s marking scales:   
           Table 18: A marking scale for a letter that is marked out of 30 marks 
Table 19: A marking scale for an essay that is marked out of 70 marks 
 
 
Table 18: A table for the letter that counts out of 30 marks for grades 6 to 12                        
  Taalgebruik en spelling 
 
 
 
 
Skitterend 
 
Skitterend  
 
Uitstekend 
 
Goed 
 
Gemiddeld 
 
Redelik 
 
Swak 
 
Baie swak 
 
 
 
Skitterend 
 
30 
 
27 
 
24 
 
21 
 
18 
 
15 
 
12 
  
 
Uitstekend 
 
28 
 
25 
 
22 
 
19 
 
16 
 
13 
 
10 
  
 
Goed 
 
26 
 
23 
 
20 
 
17 
 
14 
 
11 
 
8 
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Inhoud 
 
Gemiddeld 
 
24 
 
21 
 
18 
 
15 
 
12 
 
9 
 
6 
  
 
Redelik 
 
22 
 
19 
 
16 
 
13 
 
10 
 
7 
 
4 
  
 
Swak 
 
20 
 
17 
 
14 
 
11 
 
8 
 
5 
 
2 
  
 
Baie swak 
 
18 
 
15 
 
12 
 
9 
 
6 
 
3 
 
1 
  
 
As 'n leerling dus 'n brief skryf waarvan die taalgebruik redelik is en die inhoud gemiddeld, sal die punt 12 uit 30 wees.   
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Table 19: A table for the essay that counts out of 70 marks for grades 6 to 12 
 
                                                         Taalgebruik en spelling 
 
Source: Askes (n.d., p. 361 
Table 18 is a marking scale for a letter which is out of 30 marks. The 
upper part (Taalgebruik en Spelling) is used for awarding marks for 
language and spelling and the left part (Inhoud) is used for awarding 
marks for content. Before explaining how the table works in awarding 
marks, it will be in order to explain the Afrikaans words that are found 
in the two tables. Skitterend – splendid, uitstekend – excellent, goed 
– good,  gemiddeld – average, redelik – reasonable, swak – weak and 
baie swak – very weak. The numbers on the rows represent the 
allocation of marks for language and spelling ranging from 30 (Skitterend 
  
 
Skitterend 
 
Uitstekend 
 
Goed 
 
Gemiddeld 
 
Redelik 
 
Swak 
 
Baie swak 
 
 
 
Skitterend 
 
70 
 
63 
 
56 
 
49 
 
42 
 
35 
 
28 
  
 
Inhoud 
 
Uitstekend 
 
66 
 
59 
 
52 
 
45 
 
38 
 
31 
 
24 
  
 
Goed 61 
 
54 
 
47 
 
40 
 
33 
 
26 
 
19 
 Inhoud 
 
Gemiddeldeld 
 
56 
 
49 
 
42 
 
35 
 
29 
 
21 
 
14 
  
 
Redelik 
 
52 
 
45 
 
38 
 
31 
 
24 
 
17 
 
10 
  
 
Swak 
 
47 
 
40 
 
33 
 
26 
 
19 
 
12 
 
5 
   
 
Baie swak 
 
42 
 
35 
 
28 
 
21 
 
14 
 
7 
 
1 
  
 
Voorbeeld: As die inhoud swak maar die taalgebruik goed is, word 33 punte toegeken; as die inhoud redelik en die 
taalgebruik swak is, word 17 punte toegeken. 
 
229 
 
– Splendid) to 12 (Baie swak – Very weak).  The numbers on the 
columns represent the allocation of marks for content and they range 
from 30 (Skitterend – Splendid) to 12 (Baie swak – very weak). The 
intersection of the number (score) in the row and the number (score) in 
the column determines the actual score the candidate gets for the letter, 
e.g. where uitstekend - excellent (27) meets with swak – weak, the 
student gets 17.  If both the language and content are average, the 
candidate will get 15 marks.   
The only difference between the allocation of marks of the letter and that 
of the essay is the total. Whilst the letter is marked out of 30, the essay 
is marked out of 70. The manner in which the marks are distributed 
according to language use, spelling and the content follows the same 
pattern as with the letter, for example where the “goed” in the row for 
taalgebruik en spelling meets with “gemiddeld” in the column of content, 
the candidate obtains 42 marks. If the content is weak, but language 
and spelling are good, 33 out of 70 marks is awarded for the essay. If 
both the language and the content are average, 35 marks will be 
given for the essay (see the marking scales above). It is worth noting 
that these marking scales were designed with a purist assessment in 
mind, i.e. it had no room for CS. 
 
Adaptation of the above marking scale for assessment 
where CS is   tolerated 
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In the case where there is CS tolerance, the gradient decline levels of CS suggested 
above (see figure 15) should be kept in mind when the examination scripts are 
marked. While Askes’s (n.d.) marking scales might still be used, the manner of 
judging the excellence and weakness of either language or content should be 
informed by the extent of tolerance that is accepted for that particular class. If, for 
instance, for a certain class, CS tolerance from the mother tongue to the target 
language is 50% and the learner code switches up to 70% then his or her language 
use should be rated very weak. If his or her content is good, 19 out of 70 will be 
awarded for the essay. It is, therefore, this “very weak” combined with “good” that 
allows the child to obtain 19 out of 70 (see Askes’s marking scale for essay) – 19 
marks stand at the intersection of 28 marks awarded for very weak language use and 
35 marks awarded for good content. 
 
In the case of short-answer questions CS can only be tolerated when the inclusion of 
a word/words from the mother tongue does not change or distort the meaning of the 
sentence. This means that even if one closes the code switched word, the sentence 
remains meaningful.  Let us look for example at the answers on the questions in the 
following examples, in which a Xhosa learner is in the process of learning Afrikaans.  
When such answers are assessed in an examination situation, the allocation or non-
allocation of marks will depend on the extent to which the learner succeeds in 
communicating the required answer. The questions are set according to the grade 
level and the expected linguistic level of the learners. This means that the level of 
difficulty of the questions and the complexity of sentences rises with the grade level 
of the learners.  
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Grade 3 - 5 level questions and answers: 80% CS 
tolerance 
1 Question: Waar was jy gister? 
  Where were you yesterday? 
  Answer: I was in the winkel.  
  I was in the shop. 
2 Question: Waar werk die seun?. 
  Where does the boy work? 
  Answer: Die boy works in the tuin. 
 The boy works in the garden. 
3 Question: Wat doen jy by die skool? 
  What do you do at school? 
  Answer: Ndi lees iincwadi esikolweni. 
 I read books at school. 
 
For the sentences above, the child gets full marks because even if 
we cover the words “I was in the”, “boy works in the” and “Ndi … 
iincwadi esikolweni ” the meaning of the answers remains clear.  
In sentence 1 the main focus of the question is to establish where 
the child was and therefore “winkel” carries the required 
responses. So the question is answered correctly. 
In the same fashion, in sentence 2 “tuin” tells clearly where the 
boy works. The meaning is not lost. In sentence 3 the question 
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seeks to know what the child does at school. Even if “Ndi ... 
iincwadi esikolweni” is covered, “lees” still refers to the point that 
the child reads (lees) at school.  
 
If the same three sentences were to be answered in the manner 
shown below, the learner would not get marks for such answers, 
because the underlined words which are the gist of the question, 
are said in a language that might be unknown to the examiner and 
the meaning will be lost: 
 
1 Question: Waar was jy gister?  
  Where were you yesterday? 
   Answer: Ek was in the shop. 
   I was in the shop. 
2 Question: Waar werk die seun? 
  Where does the boy work? 
   Answer: The boy werk in the garden. 
   The boy works in the garden. 
3 Question: Wat maak jy by die skool? 
  What do you do at school? 
   Answer: Ndifunda iincwadi by die skool. 
   I read books at school.  
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However, at a higher level, such as at Grade 6 – 7, a higher 
challenge is posed and a more competent response is expected, as 
can be seen in the following examples: 
 
Grade 6 - 7 level questions and answers: 50% CS tolerance 
 
1 Question:  Wie se rok is dit wat op the vloer lê? 
    Whose dress is lying on the floor? 
   Answer:  Die rok that is lying on the vloer is myne. 
   The dress that is lying on the floor is mine. 
 
2 Question: Waarom hardloop hy so vinnig? 
   Why is he running so fast? 
  Answer: He has to run vinnig. Hy is haastig. 
  He has to run fast. He is in a hurry. 
 
For the answers given above, the learner will obtain full marks, 
because even if the English words used were to be covered, the 
meaning of the sentence would not be lost. In the first sentence 
“myne” (mine) is the key answer to “wie se” (whose). Likewise, in 
the second answer, even if “He has to run” were to be closed, the 
key  
word “haastig” (in a hurry) answers the question “Waarom 
hardloop hy so vinnig?” (Why is he running so fast?)  “… hy is 
haastig” is the required answer. But if the same questions were to 
be answered as follows, they would not get any marks because the 
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words that are a core response to the question are written in the 
language that is not known to the examiner (either English or 
Xhosa) and the meaning of the sentence is lost: 
 
Answer 1:  Die rok that lies on die vloer yeyam. 
  
Answer 2:  Hy hardloop kuba ungxamile.  
 
At a higher level (such as Grade 8 – 9) a lower appetite for code 
switching is tolerated. Therefore answers should not contain more 
than about 30% code switching, as the following examples 
illustrate, taking into account the conjunctive nature of Xhosa: 
 
Grade 8 – 9 level questions and answers: 30% CS 
tolerance 
 
1 Question: Dink jy hy gaan wen?  
   Do you think he is going to win? 
  Answer: Nee, andicingi dat hy gaan wen nie. 
  No, I do not think he will win. 
 
2 Question: Kan hy die rekord verbeter? 
   Can he improve the record? 
   Answer: Ja, angayithi verbeter die rekord. 
  Yes, he can improve the record. 
 
For the above answers the student would get full marks because 
even if the above underlined Xhosa words were to be covered, the 
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question would still be addressed, e.g.: “Nee,  dat hy nie gaan wen 
nie” (No,  that he will not win); “Ja, ... verbeter die record” (Yes … 
improve the record). The most important parts of the questions in 
this case are “nie gaan wen nie” (will not win) and “verbeter die 
rekord” (improve the record), so even if the code switched 
“andicingi ukuba” (I do not think that) and “angayithi” (he can) are 
closed, the meaning of the question is preserved and therefore the 
respondent gets full marks. Conversely, if the questions are 
answered in the following format: 
            Nee, I don’t think hy sal win. 
            Ewe, angayithi improve die rekord, the candidate will not get 
marks, because the key words are not in the target language and 
thus they obscure the meaning of the answer. 
       
            It is worthwhile looking at a last example to ensure understanding 
of the principle of progressive introduction of the target language 
in order to improve proficiency. In this case a code switching 
tolerance of only 20% determines mark allocation in an 
assessment situation. 
  
Grade 10 – 12 level questions and answers: 20% 
 
1 Question: Waarom het almal in die straat nuuskierig gekyk? 
   Why did everybody in the street watch curious?    
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   Answer: Hulle het nuuskierig gekyk omdat die kêrel “was very” 
snaaks.   
  They looked curious because the chap was very funny. 
 
2 Question: Waarheen is die ossewa op pad? 
   To where is the ox-wagon on the way? 
   Answer: Die ossewa is op pad “to” Port Elizabeth (toe). 
  The ox-wagon is on the way to Port Elizabeth.    
 
What happens when “was very” in sentence 1 is removed? The 
sentence still bears the same meaning – Hulle het nuuskierig gekyk 
omdat die kêrel … snaaks was; “snaaks” responds to the gist of 
the question. The removal of “was very” does not change the 
requirement of the question nor does it reflect the learner’s 
misconception of the question, so the candidate gets full marks for 
this answer. 
 
Sentence 2: Die ossewa is op pad to Port Elizabeth (toe). The 
candidate also gets full marks for this sentence because the 
meaning is not distorted despite the slight code switching. What 
the question seeks to establish is where the “ossewa” is on the 
way to. “Port Elizabeth (toe)” conveys the message even if “to” is 
removed or covered.  But if the same sentence were to be 
answered this way: “Die ossewa is on the way to Port 
Elizabeth,” the candidate would be penalised and given no marks 
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because the gist of the question is answered in the mother tongue, 
which is not the language that is being learnt.   
 
If the principle of code switching tolerance in the teaching and 
assessment of Afrikaans is accepted, the above-mentioned 
examples on the different levels of code switching tolerance can 
then be refined by curriculum development experts, in a way that 
will assist teachers, learners and assessment moderators to 
contribute constructively towards meaningful progress in language 
acquisition by learners who  
under normal circumstances suffer because of incoherent and sometimes 
distorted teaching methodologies. 
 
5.7 Conclusion 
   
In  conclusion, the gradient accommodation model (GAM) underpinning this chapter,  
provides educators and school managers with a new perspective on ways in which CS 
can be used as a teaching-learning strategy in the teaching of Afrikaans Additional 
Language, and how the existing marking scales of Afrikaans can be adjusted to 
accommodate CS.  
 
In the critical assessment of the findings of the study it became clear that both 
educators and learners concur that they code switch during Afrikaans teaching either 
to facilitate communication or to make up for language deficiency, but this practice is 
not accommodated in the assessment processes. 
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In the light of the discrepancies that are prevalent in the teaching and assessment     
of Afrikaans Additional Language, it became imperative that this chapter offers a way 
out of this undesirable situation by suggesting a model that will ensure a gradual 
move from the CS reality of the teaching-learning situation to a full mastery of the 
Afrikaans language in the demarcated areas of this study in a way that is beneficial to 
both learners and educators. 
        
The suggestion about the adaptation of Askes’s marking scales, or any other scales 
for that matter, to be used for code switched responses of Afrikaans Additional 
Language candidates, seeks to ensure that learners who have a poor Afrikaans 
background are not disadvantaged by monolingual marking scales. This would 
probably guarantee a fair assessment approach with client-friendly consideration of 
the learners’ level of Afrikaans mastery as illustrated in the above scenarios. This 
should be done in an ascending order as the model suggests, with the aim of 
ultimately accompanying the learner to full mastery of the language in question.  
 
It is hoped that the above examples illustrate the way CS can be infused as one of      
the Afrikaans teaching strategies and how code switched responses of learners can   
be assessed in a manner that will ensure both gradual, stress-free Afrikaans 
acquisition and at the same time, no compromising of language proficiency 
standards. 
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APPENDIX 1.1 
 
 
22 February 2008 
DEPARTMENT OF EDUCATION 
PROVINCE OF THE EASTERN CAPE 
 
Sir/Madam 
 
RE:REQUEST FOR PERMISSION TO CONDUCT RESEARCH IN YOUR DISTICT. 
 
I humbly ask for permission to conduct an academic research in your district.  The 
study is on : The use of Afrikaans-English-Xhosa Code Switching and Code Mixing as a 
Teaching Strategy in the Teaching of Afrikaans as second language in the Secondary 
Schools of the Transkei region of the Eastern Cape Province (RSA). 
The  duration for the research in the schools will extend from July 2008 to December 
2008. The study is being conducted as part of D Ed degree studies pursued at Walter 
Sisulu University - Mthatha. 
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I appeal for your support towards the success of this worthwhile study, which aims at 
establishing a firm theoretical framework in favour or against code switching/code 
mixing as a means of language teaching and learning. 
Yours sincerely 
 
S L SONGXABA (MRS) 
Department of Humanities Education Walter Sisulu University 
Cell: 0822007856 
 
 
 
 
 
APPENDIX 1.2 
 
 
 
22 February 2008 
RE-REQUEST FOR CONSENT TO PARTICIPATE IN A RESEARCH STUDY 
The study on: The use of  Afrikaans-English-Xhosa Code Switching and Code Mixing as a 
Teaching Strategy in the Teaching of Afrikaans Additional Language in the Secondary 
Schools of the Transkei region of the Eastern Cape Province (RSA). 
I write to request your participation in the above mentioned research study to be 
conducted during the period July 2008 - December 2008. The study is being conducted 
as part of D Ed degree studies pursued at Walter Sisulu University - Mthatha. 
I appeal for your support towards the success of this worthwhile study, which aims at 
establishing a firm theoretical framework in favour or against code switching/code mixing 
as a means of language teaching and learning. 
Such support may include: responding to a questionnaire accompanied by this letter and 
participating in short interviews. 
In line with the ethical standards of social research, the information you provide in the 
questionnaire will only be used for purposes of this study and will be treated anonymously 
and confidentially. 
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Yours sincerely 
 
S L SONGXABA (MRS) 
Department of Humanities Education Walter Sisulu University 
Cell : 0822007856 
 
 
 
 
 
 
 
 
 
APPENDIX 1.3 
 
 
22 February 2008 
RE-REQUEST FOR CONSENT THAT YOUR CHILD PARTICIPATES IN MY 
RESEARCH STUDY 
The study on: The use of  Afrikaans-English-Xhosa Code Switching and Code Mixing as a 
Teaching Strategy in the Teaching of Afrikaans Additional Language in the Secondary 
Schools of the Transkei region of the Eastern Cape Province (RSA). 
I write to request you to allow your child to participate in the above mentioned research 
study to be conducted during the period July 2008 - December 2008. The study is being 
conducted as part of D Ed degree studies pursued at Walter Sisulu University - Mthatha. 
I appeal for your support towards the success of this worthwhile study, which aims at 
establishing a firm theoretical framework in favour or against code switching/code mixing 
as a means of language teaching and learning. 
Such support may include: responding to a questionnaire accompanied by this letter and 
participating in short interviews. 
In line with the ethical standards of social research, the information you provide in the 
questionnaire will only be used for purposes of this study and will be treated anonymously 
and confidentially. 
Yours sincerely 
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S L SONGXABA (MRS) 
Department of Humanities Education Walter Sisulu University 
Cell : 0822007856 
 
 
 
 
 
 
 
 
 
APPENDICS 1.4 
 
                                                                                                                 P O Box 194 
                                                                                          Lusikisiki 
                                                                                          23 February 2008             
 
Madam 
 
I herby grant consent that my child, Papa Mgwarubana may participate in your 
research study. 
 
Yours truly 
 
 
…………………………… 
P. Mgwarubana (Mr) 
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    APPENDIX 1.5                                                     
                                                                            75 – 5TH Avenue 
                                                                             Norwood 
                                                                             Mthatha 
                                                                             19 March 2008 
 
Dear Madam 
 
In response to your letter dated 22 February 2008, I allow my child to participate in 
your research. 
 
Thank you. 
 
Yours sincerely 
 
 
 
 
……………………………………… 
 
Z P  Mbuku (MRS) 
 
 
 
 
 
 
 
 
 
261 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
APPENDIX 1.5 
 
                                                 Province of the EASTERN CAPE  
                                                 DEPARTMENT OF EDUCATION 
          
____________________________________________________________________
_________ 
 
Steve Vukile T:hwete Education Complex ' Zone B' Zwelltsha ‘ Private Bag 
X0032 ' Bhisho ' 5605 ' REPUBLIC OF SOUTH AFRICA ' Tel, +27 (0)40 608 
4309 Fax: 040 608 4431 809 4431 ' Website: ecprov.gov.za' Email: 
nosiphiwo.mazwi@edu.ecprov.gov.za 
  
Enq. S S  ZIBI 
 
30 September 2008 
 
SL Songxaba 
66 Dikweni Street lkwezi Township  
MTHATHA 
 
REQUEST FOR PERMISSION TO CARRY OUT RESEARCH. 
1. Your correspondence of 22 February 2008 has reference: 
  2. Kindly be informed that consent is hereby given for you to conduct 
research in the Mthatha Schools. 
  3. It is hoped that the district will benefit from the product of your study. 
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APPENDIX 2.1: LEARNERS’ QUESTIONNAIRE 
 
SECTION A 
 
1. Background information 
1.1 Date   _________________________________________________________ 
1.4 District ________________________________________________________ 
1.5 Grade _________________________________________________________ 
1.6 Age   __________________________________________________________ 
 
SECTION B 
 
2. Exposure to Afrikaans 
2.1 When did you start learning Afrikaans?  _____________________________ 
2.2 Is Afrikaans your mother tongue? __________________________________ 
      ______________________________________________________________ 
2.3 Is there anyone at home who speaks Afrikaans? _______________________ 
2.4 Does your teacher speak Afrikaans as a first, second, or third language?  
      Please specify       
      ______________________________________________________________ 
      ______________________________________________________________ 
2.5 Do you speak Afrikaans both at school and at home?____________________ 
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      ______________________________________________________________ 
       
SECTION C 
 
3. Learning  
3.1 Why did you choose Afrikaans as a subject? __________________________ 
      ______________________________________________________________ 
      ______________________________________________________________ 
3.2 How much time do you dedicate to learning Afrikaans? __________________ 
      ______________________________________________________________ 
      ______________________________________________________________ 
3.3 Is there any literature available for your independent reading?   
     _______________________________________________________________ 
     _______________________________________________________________  
     _______________________________________________________________ 
 
3.4 If yes, please specify ______________________________________________ 
3.5 Are you encouraged to watch Afrikaans programs on television? __________ 
      ______________________________________________________________ 
3.5.1 Do you read Afrikaans newspapers? _______________________________  
3.6 What is the advantage of learning Afrikaans? _________________________ 
     ______________________________________________________________ 
     ______________________________________________________________ 
3.7 What are the problems encountered when learning Afrikaans as an additional 
 language? ________________________________________________________ 
     _______________________________________________________________ 
     _______________________________________________________________ 
__________________________________________________________________ 
3.8 When it becomes difficult to answer in Afrikaans, are you allowed to make use  
of  another language in your answer?____________________________________ 
 
3.9 How do you find the Afrikaans examinations in terms of difficulty or easiness? 
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___________________________________________________________________ 
___________________________________________________________________ 
3.10 When the Afrikaans examination is difficult, do you answer in another 
language? 
3.10.1 Substantiate your answer ________________________________________ 
3.11 How far do you want to progress with Afrikaans?_______________________  
_________________________________________________________ 
_________________________________________________________ 
 
SECTION D 
 
4. General 
4.1 Do you think Afrikaans is an inevitable language in the world of work?______ 
Give reasons for your  answer__________________________________________ 
4.2 Does Afrikaans play a vital role in science and technology?________________   
4.3 In the world of work, do you think you are better  
equipped if you know Afrikaans? ________________________________________ 
If yes, why and if no, why?_____________________________________________ 
 
Thank you for your participation 
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APPENDIX 2.2: EDUCATOR’S QUESTIONNAIRE 
 
SECTION A 
 
1. Background information 
 
1.1 
Date_________________________________________________________________
_____ 
1.2 Age 
20-25 26-30 31-35 36-40 41-45 46-50 51+ 
       
 
1.3 Gender: 
F M 
 
1.4. Highest Qualification 
 
Certificate Diploma Degree Honours Masters Other 
      
 
SECTION B 
 
2. Methodological questions 
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2.1 During the Afrikaans period, is Afrikaans the only language spoken in your class? 
____________________________________________________________________
_________ 
2.2. If yes, why and if no, 
why?___________________________________________________  
____________________________________________________________________
_________ 
2.3. Do you watch Afrikaans programmes and incorporate some of their elements in 
your  
teaching of 
Afrikaans?___________________________________________________________ 
2.4. If yes, why and if no, why? 
 
2.5. Do you read other Afrikaans literature and newspapers and incorporate some of 
their  
elements to enrich your teaching of 
Afrikaans?_______________________________________    
2.6. If no, 
why?________________________________________________________________ 
2.7 Do you attend Afrikaans teaching workshops?  
2.8 If yes, how often?  
2.9 Are these workshops zonal, regional, provincial or 
national?__________________________ 
2.11 Does your professional organization encourage the development of Afrikaans as 
a  
second language? 
.______________________________________________________________ 
2.12 If yes, please 
elaborate_______________________________________________________ 
____________________________________________________________________
_________ 
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2.13 How long have you been teaching 
Afrikaans?______________________________________ 
____________________________________________________________________
_________ 
____________________________________________________________________
_________ 
2.14 What kind of exposure do you have of Afrikaans outside the 
classroom?_______________ 
____________________________________________________________________
_________ 
____________________________________________________________________
_________ 
2.15 How do you view the relationship between Afrikaans and the 
curriculum?______________ 
____________________________________________________________________
_________ 
____________________________________________________________________
_________ 
2.16 How equitable is the language policy at this 
school?_______________________________ 
____________________________________________________________________
_________ 
____________________________________________________________________
_________ 
2.17 How is the attitude of learners towards 
Afrikaans?_________________________________ 
____________________________________________________________________
_________ 
____________________________________________________________________
_________ 
2.18 What are the challenges you face in the teaching of 
Afrikaans?_______________________ 
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____________________________________________________________________
_________ 
____________________________________________________________________
_________ 
2.19 What are the challenges that you face in the assessment of 
Afrikaans?_________________ 
____________________________________________________________________
_________ 
____________________________________________________________________
________ 
2.20 What is the value of mixing languages in the teaching of 
Afrikaans?____________________ 
____________________________________________________________________
_________ 
____________________________________________________________________
_________ 
2.21 Do you think the teaching of Afrikaans by mixing languages  dilutes the 
language? 
____________________________________________________________________
___________ 
2.22 Do your students understand you well when you use Afrikaans only in your  
teaching? 
____________________________________________________________________
_________ 
2.23 If not, how do you make up for this problem? 
____________________________________________________________________
_________ 
2.24 How well liked is the Afrikaans language at this 
school?______________________________ 
____________________________________________________________________
_________ 
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____________________________________________________________________
_________ 
2.25 How diverse is your classroom in terms of 
languages?_______________________________ 
____________________________________________________________________
_________ 
2.26 Do you see diversity as a resource or constraint in the teaching of Afrikaans? 
____________________________________________________________________
_________ 
 
 
SECTION C 
 
3. Professional development 
 
3.1 Are there any departmental initiatives to develop Afrikaans?  
____________________________________________________________________
_________ 
3.2 If yes, please specify the departmental activities in this 
regard___________________________ 
____________________________________________________________________
_________ 
____________________________________________________________________
_________ 
3.3 If no, what do you think should be done to develop this language? 
____________________________________________________________________
_________ 
___________________________________________________________
_______ 
 
SECTION D 
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4. General 
 
4.1 Do you think Afrikaans is highly valued in the world of work in South Africa? 
____________________________________________________________________
_________ 
 
4.2 If yes, why do you think this is the case and if no, why do you think it is so? 
____________________________________________________________________
_________ 
 
4.3 How do you see the future of Afrikaans in your school? 
____________________________________________________________________
_________ 
 
 
Thank you for your cooperation 
 
 
APPENDIX 2.3: SCHOOL MANAGERS’ QUESTIONNAIRE 
 
SECTION A 
 
Background information  
1.1. 
Date_________________________________________________________________
____ 
1.2. Age 
20-25 26-30 31-35 36-40 41-45 46-50 51+ 
       
 
1.3. Highest qualification 
Certificate Diploma Degree Honours Masters Other 
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1.3 Gender: 
F M 
 
1.4. Name of 
organization________________________________________________________ 
1.5. 
District_______________________________________________________________
_____ 
 
 
SECTION B 
 
RESOURCES 
 
2. What kind of resources are devoted to the teaching of 
Afrikaans?______________________ 
____________________________________________________________________
_________ 
____________________________________________________________________
_________ 
 
3. Do you have enough human resources for the teaching of Afrikaans in your 
district?  
____________________________________________________________________
_________ 
 
SECTION C 
 
Promotion of the teaching of Afrikaans Language 
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4. What is done to promote the teaching of Afrikaans in the 
district?______________________ 
____________________________________________________________________
_________ 
____________________________________________________________________
_________ 
5. What is being done to promote the professional  
development of Afrikaans 
educators?_______________________________________________ 
____________________________________________________________________
_________ 
6. Do you think students with Afrikaans are better equipped for the world of work? 
Substantiate your 
answer________________________________________________________ 
____________________________________________________________________
_________ 
____________________________________________________________________
_________ 
 
 
SECTION D 
 
General information 
 
7. Do you think code switching and code mixing is a Good teaching-learning 
strategy? __________________________________________________ 
Give reasons for your answer 
______________________________________________________ 
8. Is Afrikaans fairly represented in the secondary school classes in terms of 
registered students?  
____________________________________________________________________
________ 
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9.  If not what do you think is the cause? 
____________________________________________________________________
________ 
10. How can poor representation be remedied? 
____________________________________________________________________
________ 
____________________________________________________________________
________ 
 
Thank you for your cooperation 
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APPENDIX 3 
 
ANALYSIS OF GRADE 12  2010 RESULTS 
LANGUAGES  : AFRIKAANS 
 
AFRIKAANS HOME LANGUAGE  2010 GRADE 12 RESULTS 
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EASTERN 
CAPE  4652 32 419 1710 1294 753 382 62 4620 99.3 53 
FREE STATE  3678 5 65 575 1093 1003 691 246 3673 99.9 61.7 
GAUTENG  13141 18 305 1783 3573 3785 2699 978 13123 99.9 62.5 
KWAZULU-
NATAL  1091 5 12 99 309 379 219 65 1083 99.3 63 
LIMPOPO  1508 0 3 86 322 486 420 191 1508 100.0 67.2 
MPUMALANGA  2710 10 17 192 675 913 608 295 2700 99.6 65.4 
NORTH WEST  3004 1 21 283 692 888 698 421 3003 100.0 66 
NORTHERN 
CAPE  4905 40 699 2027 1231 630 229 49 4865 99.2 50.3 
WESTERN 
CAPE  20227 44 1312 6216 6251 3806 1976 621 20182 99.8 55.4 
NATIONAL 54916 155 2853 12971 15440 12643 7922 2928 54757 99.7 58.4 
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 EC ARIKAANS HOME LANGUAGE 
 
 
 
 
 
 
 
 
 
REGIONS NUMBER 
OF 
SCHOOLS 
ACHIEVED  
0-39,9  
NUMBER OF 
SCHOOLS 
ACHIEVED  
40-59,9  
NUMBER 
OF 
SCHOOLS 
ACHIEVED  
60-100  
CENTRAL 2 9 4 
EASTERN 0 1 0 
NORTHERN 1 9 6 
NORTH EAST 0 0 2 
WESTERN 1 61 0 
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AFRIKAANS FIRST ADDITIONAL LANGUAGE  RESULTS 
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EASTERN 
CAPE  6262 303 920 1300 1443 0 802 215 5959 95.2 41 
FREE STATE  2707 38 335 635 680 541 328 150 2669 98.6 56 
GAUTENG  29505 2137 6434 6955 5888 4304 2635 1150 27366 92.8 50 
KWAZULU-
NATAL  19134 2525 4262 4135 3254 2417 1550 991 16609 86.8 48 
LIMPOPO  1770 30 185 443 473 337 202 100 1740 98.3 56 
MPUMALANGA  3216 205 688 765 576 458 330 193 3010 93.6 52 
NORTH WEST 2295 78 333 546 488 439 271 140 2217 96.6 55 
NORTHERN 
CAPE  1260 119 191 256 266 240 140 48 1141 90.6 52 
WESTERN 
CAPE  14603 306 708 1888 3987 4307 2668 738 14296 97.9 60 
NATIONAL 
(TOTAL) 80752 5741 14056 16923 17055 13043 8926 3725 75007 92.9 51 
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AFRIKAANS FIRST ADDITIONAL LANGUAGE 
Province District/Distric
t 
Number/Regio
n 
  
(0-39) 
 
 (40-59,9) 
 
60-100 
EC Eastern 10 10 0 
 Northern 0 14 4 
 Western 2 21 22 
 Central 8 20 6 
 North Eastern 5 3 2 
 South East 3 2 0 
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EASTERN CAPE  317 76 125 70 28 13 4 1 241 76.0 37.3 
FREE STATE  5106 166 1582 1987 956 319 81 15 4940 96.7 44.8 
GAUTENG  2253 44 504 858 580 213 47 7 2209 98.0 47.5 
KWAZULU-NATAL  1972 17 262 898 530 195 50 20 1955 99.1 49.3 
LIMPOPO  4284 247 1740 1588 554 125 25 4 4036 94.2 41.6 
MPUMALANGA  5019 595 2547 1352 396 94 31 4 4424 88.1 38.3 
NORTH WEST  5284 26 897 2276 1420 525 118 22 5258 99.5 48.7 
NORTHERN CAPE  477 0 131 212 102 29 2 1 477 100.0 45.8 
WESTERN CAPE  403 35 113 166 64 18 7 0 368 91.3 43 
NATIONAL(TOTAL) 25115 1206 7901 9407 4630 1531 365 74 23908 95.2 44.3 
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AFRIKAANS SAL 
 
Province 
 
District 
  
(0-39) 
 
 (40-59,9) 
 
60-100 
EC Eastern 1 0 0 
 Northern 3 3 0 
 Western 5 3 0 
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Preface 
 
Education for All means a quality education for all. In today’s world this 
means including consideration of the many varied cultural and linguistic 
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contexts that exist in contemporary societies. These pose a challenge for 
policy-makers, concerned on the one hand with ensuring qualifications of a 
normative nature for the whole population of a country, while at the same 
time protecting the right to be different of those who belong to specific 
linguistic and ethnic populations. Increasingly globalized economies and 
societies, ever more driven by digital knowledge, make these challenges 
particularly complex. UNESCO has a strong commitment to the inherent 
value of cultural diversity and the need to maintain it. Education is both a 
tool for and a reflection of cultural diversity. In addition, research has shown 
that learners learn best in their mother tongue as a prelude to and complement 
of bilingual education approaches. 
This document Education in a Multilingual World aims to clarify some of the 
key concepts and issues that surround the debate and presents in a 
simplified and synthetic form the many declarations and recommendations 
that have made reference to the issues of languages and education. These 
are stated as UNESCO guidelines and principles. They are the fruit of 
dialogue and discussion during many international meetings and United 
Nations and UNESCO conferences, and of informed expertise in the world of 
language policy and education. An expert group meeting held in Paris in 
September 2002* enriched the original document while serving to explore 
further UNESCO’s role in this field. 
We hope that this paper will serve to shape thinking in Member States 
throughout the world on the question of language and education, and we 
encourage its translation into as many languages as possible. 
* Financial support to this meeting from the Finnish National Commission for 
UNESCO 
is gratefully acknowledged. 
 
Introduction 
 
UNESCO has an essential role to play in providing international frameworks 
for education policy and practice on key and complex issues. Language and, in 
particular, the choice of language of instruction in education is one such 
concern and often invokes contrasting and deeply felt positions. Questions of 
identity, nationhood and power are closely linked to the use of specific 
languages in the classroom. Language itself, moreover, possesses its own 
dynamics and is constantly undergoing processes of both continuity and 
change, impacting upon the communication modes of different societies as it 
evolves. Educational policy makers have difficult decisions to make with 
regard to languages, schooling and the curriculum in which the technical and 
the political often overlap. While there are strong educational arguments in 
favour of mother tongue (or first language) instruction, a careful balance also 
needs to be made between enabling people to use local languages in learning, 
and providing access to global languages of communication through education. 
The purpose of this position paper, therefore, is to consider some of the 
central issues concerning languages and education and to provide related 
guidelines and principles. In doing so we are conscious of the need for a clear 
statement on language policy in relation to education, particularly within the 
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context of Education for All and in terms of the Dakar goals of ensuring that 
by 2015 all children have access to quality primary education and that there is 
a 50 per cent increase in adult literacy by the year 2015. 
In 1953 UNESCO published the expert report on The Use of Vernacular 
Languages in Education and this continues to be the most frequently cited 
UNESCO document on language issues in education. Significant changes have 
taken place over the past fifty years, however: there have been profound 
political transformations leading to new language policies especially in postcolonial 
and newly independent countries; many hundreds of languages have 
disappeared throughout the world and many more remain endangered; migratory 
movements on a mass scale have brought new and varied languages to 
other countries and continents; the internet has dramatically affected the 
way in which language and languages are used for communication and indeed 
for learning; and rapidly accelerating globalization increasingly challenges the 
continued existence of many small, local identities frequently based on 
language. The time has come, therefore, for UNESCO to reconsider its position 
on languages and education. 
This position paper is divided into three separate parts. In Part I, we present 
the key concepts that are used in relation to multilingual education. The aim 
is to clarify a set of meanings and terms used in relation to languages and 
education. In Part II, we present a synthesis of the normative framework for 
languages and education based, firstly, on an analysis of United Nations 
standard-setting instruments; secondly, on a discussion of specific UNESCO 
conventions and declarations make reference to issues of language and 
culture; and, thirdly, on the outcomes and recommendations of international 
conferences related directly or indirectly to issues of language and education. 
Part III of the position paper provides a synthesis of the many discussions and 
agreements on language issues that have been adopted under the auspices of 
both the United Nations and UNESCO. These are placed within a set of guidelines 
and principles with the objective of making UNESCO’s position clear and 
giving them a wider distribution in a more accessible format. 
 
MULTILINGUAL CONTEXTS: THE CHALLENGE FOR EDUCATION SYSTEMS 
  
Part 1. 
 
Education in many countries of the world takes place in 
multilingual contexts. Most plurilingual societies have 
developed an ethos which balances and respects the use of 
different languages in daily life. From the perspective 
of these societies and of the language communities 
themselves, multilingualism is more a way of life than a 
problem to be solved. The challenge is for education 
systems to adapt to these complex realities and provide a 
quality education which takes into consideration learners’ 
needs, whilst balancing these at the same time with social, 
cultural and political demands. While uniform solutions 
for plural societies, may be both administratively and 
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managerially simpler, they disregard the risks involved 
both in terms of learning achievement and loss of 
linguistic and cultural diversity. In this part of the document 
we discuss some of the basic issues which surround 
the provision of education in diverse linguistic situations. 
 
Linguistic diversity and multilingualism 
 
Linguistic diversity reflects the existence of the multitude of languages spoken 
in the world which is variously estimated at between 6 000 and 7 000 languages. 
Safeguarding this diversity today is one of the most urgent challenges 
facing our world. Estimates suggest that at least half of them are in danger of 
disappearing in the coming years. While some countries are linguistically 
homogeneous, such as Iceland, many countries and regions display a wealth 
of linguistic diversity, for example, Indonesia, with over 700 languages, and 
Papua New Guinea with over 800 languages. The actual distribution of 
linguistic diversity is uneven. Over 70 per cent of all languages in the world are 
found in just 20 nation states, among them some of the poorest countries in 
the world. In general, however, bilingual and multilingual contexts, that is, the 
presence of different linguistic groups living in the same country, are the norm 
rather than the exception throughout the world, both in the North and the 
South. Bilingualism and multilingualism, that is, the use of more than one 
language in daily life, will be normal practice in these contexts. 
 
Part I. 
 
Linguistically diverse contexts cover a range of scenarios. Broadly speaking, 
however, these correspond either to more traditionally diverse situations 
where several, or even up to many hundreds of languages have been spoken 
in a region over a long period of time, or to more recent developments (particularly 
in urban concentrations), the result of migratory phenomena, where 
in some city schools there may be as many as 30 or 40 different mother 
tongues among students. In all cases, there is a need to take into consideration 
the specific learning needs of children in relation to the language or 
languages of the home and those of the school. 
 
Minority and majority 
Languages 
 
The concept of linguistic diversity itself is relative, however, and is usually 
measured in terms of national boundaries, giving some languages the status 
of majority language and others that of minority language according to 
specific national contexts. Mandarin, for example, one of the most widely 
spoken languages in the world, which is spoken by almost 900 million people, 
is a majority language in China, but in other countries where only part of the 
population is of Chinese language and culture, it has the status of a minority 
language in the face of other national or majority languages of those 
countries. Similarly, a minority language in a large country may, be regarded 
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as a majority language in a smaller country. However, most of the world’s 
languages, including sign languages for the deaf and braille for the blind, are 
minority languages in any national context. Nevertheless, the term ‘minority’ 
is often ambiguous and may be interpreted differently in distinct contexts 
because it may have both numerical and social or political dimensions. In 
some cases it may be simply used as a euphemism for non-elite or 
subordinate groups, whether they constitute a numerical majority or 
minority in relation to some other group that is politically and socially dominant. 
 
Official and national languages 
 
Although there are more than 20 States with more than one official language 
(India alone, for example, has 19 official languages while South Africa has 11,  
the majority of countries in the world are monolingual nation states in the 
sense of recognizing, de jure or de facto, only one official language for 
government and legal purposes. That is not to say that they are not bilingual 
or multilingual societies, but rather that while there may be many languages 
widely used in a country these do not necessarily have the legal authority of an 
official language. In many countries that were previously under colonial 
regimes, the official language tends to be the language of the former 
colonizers. In addition to official languages, several countries recognize 
national languages, which may be compulsory in education. The choice of 
language in the educational system confers a power and prestige through its 
use in formal instruction. Not only is there a symbolic aspect, referring to 
status and visibility, but also a conceptual aspect referring to shared values 
and worldview expressed through and in that language. 
 
Language(s) of instruction 
 
The language of instruction in or out of school refers to the language used for 
teaching the basic curriculum of the educational system. The choice of the 
language or indeed the languages of instruction (educational policy might 
recommend the use of several languages of instruction) is a recurrent 
challenge in the development of quality education. While some countries opt 
for one language of instruction, often the official or majority language, others 
have chosen to use educational strategies that give national or local 
languages an important place in schooling. Speakers of mother tongues, 
which are not the same as the national or local language, are often at a 
considerable disadvantage in the educational system similar to the disadvantage 
in receiving instruction in a foreign official language. 
 
Mother tongue instruction 
 
Mother tongue instruction generally refers to the use of the learners’ mother 
tongue as the medium of instruction. Additionally, it can refer to the mother 
tongue as a subject of instruction. It is considered to be an important component 
of quality education, particularly in the early years. The expert view is 
that mother tongue instruction should cover both the teaching of and the 
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teaching through this language. 
 
MULTILINGUAL CONTEXTS : THE CHALLENGE FOR EDUCATION SYSTEMS  
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The term ‘mother tongue’, though widely used, may refer to several different 
situations. Definitions often include the following elements: the language(s) 
that one has learnt first; the language(s) one identifies with or is identified as 
a native speaker of by others; the language(s) one knows best and the 
language(s) one uses most. ‘Mother tongue’ may also be referred to as 
‘primary’ or ‘first language’. The term ‘mother tongue’ is commonly used in 
policy statements and in the general discourse on educational issues. It is 
retained in this document for that reason, although it is to be noted that the 
use of the term ‘mother tongue’ often fails to discriminate between all the 
variants of a language used by a native speaker, ranging from hinterland 
varieties to urban-based standard languages used as school mother tongue. 
A child’s earliest first-hand experiences in native speech do not necessarily 
correspond to the formal school version of the so-called mother tongue. 
It is an obvious yet not generally recognized truism that learning in a language 
which is not one’s own provides a double set of challenges, not only is there 
the challenge of learning a new language but also that of learning new knowledge 
contained in that language. These challenges may be further exacerbated 
in the case of certain groups are already in situations of educational risk 
or stress such as illiterates, minorities and refugees. Gender considerations 
cross cut these situations of educational risk, for girls and women may be in 
a particularly disadvantaged position. In most traditional societies, it is the 
girls and women who tend to be monolingual, being less exposed either 
through schooling, salaried labour, or migration to the national language, 
than their sons, brothers or husbands. 
Studies have shown that, in many cases, instruction in the mother tongue is 
beneficial to language competencies in the first language, achievement in 
other subject areas, and second language learning. The application of the 
principle of mother tongue instruction nevertheless is far from being the rule. 
Some of the difficulties encountered by the use of mother tongues as 
languages of instruction may include the following: 
 sometimes the mother tongue may be an unwritten language; 
 sometimes the language may not even be generally recognized 
as constituting a legitimate language; 
 the appropriate terminology for education purposes may still have 
to be developed; 
 there may be a shortage of educational materials in the language; 
 the multiplicity of languages may exacerbate the difficulty 
of providing schooling in each mother tongue; 
 there may be a lack of appropriately trained teachers; 
 there may be resistance to schooling in the mother tongue by students, 
parents and teachers 
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Linguistic rights 
 
Language is not only a tool for communication and knowledge but also a 
fundamental attribute of cultural identity and empowerment, both for the 
individual and the group. Respect for the languages of persons belonging to 
different linguistic communities therefore is essential to peaceful cohabitation. 
This applies both to majority groups, to minorities (whether traditionally resident 
in a country or more recent migrants) and to indigenous peoples. 
Claims for language are among the first rights that minorities have voiced 
when there have been situations of political change and evolution. Such 
claims for linguistic rights range from the official and legal status of the 
minority and indigenous language, to language teaching and use in schools 
and other institutions, as well as in the media. In regard to education, the 
linguistic rights that have been framed in international agreements4 for 
minority and indigenous groups include the following: 
 schooling in their languages, if so desired; 
 access to the language of the larger community and to that of national 
education systems; 
 inter-cultural education that promotes positive attitudes to minority 
and indigenous languages and the cultures they express; 
 access to international languages. 
The educational rights that have been formulated in international agreements 
for migrant workers and members of their families5 provide: 
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 that the integration of their children should be facilitated by teaching 
the language in use in the school system; 
 that opportunities should be created for teaching children their own 
language and culture. 
 
Language teaching 
 
The language of instruction in school is the medium of communication for the 
transmission of knowledge. This is different from language teaching itself 
where the grammar, vocabulary, and the written and the oral forms of a 
language constitute a specific curriculum for the acquisition of a second 
language other than the mother tongue. Learning another language opens 
up access to other value systems and ways of interpreting the world, 
encouraging inter-cultural understanding and helping reduce xenophobia. 
This applies equally to minority and majority language speakers. 
The way languages are taught is constantly changing, and may vary considerably 
from one country to another or even within the same country. Much 
depends on the prevailing concept of language and language teaching paradigms, 
as well as on the role that is assigned to the language that is taught. 
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Bilingual and multilingual education 
 
Bilingual and multilingual education refer to the use of two or more 
languages as mediums of instruction. In much of the specialized literature, 
the two types are subsumed under the term bilingual education. However, 
UNESCO adopted the term ‘multilingual education’ in 1999 in the General 
Conference Resolution 12 to refer to the use of at least three languages, the 
mother tongue, a regional or national language and an international 
language in education.6 The resolution supported the view that the requirements 
of global and national participation, and the specific needs of particular, 
culturally and linguistically distinct communities can only be addressed 
by multilingual education. In regions where the language of the learner is not 
the official or national language of the country, bilingual and multilingual 
education can make mother tongue instruction possible while providing at 
the same time the acquisition of languages used in larger areas of the 
country and the world. This additive approach to bilingualism is different from 
the so called subtractive bilingualism which aims to move children on to a 
second language as a language of instruction. 
 
THE NORMATIVE FRAMEWORK FOR LANGUAGES AND EDUCATION: Part II 
 
The status and role of languages internationally have 
been the subject of numerous declarations, recommendations 
and agreements. There are some that are particularly 
relevant to the discussion on language and education. We 
begin by placing the discussion on language within the 
framework of United Nations agreements and standard-setting 
instruments, and follow on with more references 
to the mandate of UNESCO’s mission at an international 
level. Declarations and Recommendations emanating 
from inter-governmental conferences are then considered. 
For the purposes of this position paper only those agreements 
of an international nature are considered.7 
The aim of presenting the framework in this way is to 
illustrate the broad international agreement on the issue 
of language and its importance in the education system, 
before moving on to present in Part III, UNESCO Guidelines 
on Language and Education. 
 
A. United Nations standard-setting instruments 
 
As one of the fundamental standard-setting instruments, the Universal 
Declaration of Human Rights, proclaimed in 1948, lays down the basic principle 
against discrimination on the grounds of language: ‘Article 2.: Everyone 
is entitled to all rights and freedoms set forth in this Declaration, without 
distinction of any kind, such as… language’. 
The rights of persons belonging to minorities are furthermore established by 
the 1966 International Covenant on Civil and Political Rights and the 1992 
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Declaration on the Rights of Persons belonging to National or Ethnic, 
Religious and Linguistic Minorities. Whereas Article 27 of the International 
THE NORMATIVE FRAMEWORK FOR LANGUAGES AND EDUCATION  Part II. 
Covenant refers more generally to the right of persons belonging to minorities 
‘to use their own language … in community with the other members 
of their group’, the Declaration is of explicit relevance to the language issue 
in the field of education as it formulates in Article 4 that persons belonging 
to minorities should have adequate opportunities ‘to learn their mother 
tongue or to have instruction in their mother tongue’ and that measures 
should be taken ‘in order to encourage knowledge of the … language and 
culture of the minorities’. 
The educational rights of indigenous peoples are addressed by the 1989 ILO 
Convention 169 concerning Indigenous and Tribal Peoples in Independent 
Countries. Article 28 requires that ‘children belonging to the peoples concerned 
shall, wherever practicable, be taught to read and write in their own 
indigenous language or in the language most commonly used by the group to 
which they belong’ and that ‘adequate measures shall be taken to ensure that 
these peoples have the opportunity to attain fluency in the national language 
or in one of the official languages of the country’. The Article provides at the 
same time that ‘measures shall be taken to preserve and promote the development 
and practice of the indigenous languages of the peoples concerned’. 
As far as non-nationals are concerned, the 1985 Declaration on the Human 
Rights of Individuals who are not Nationals of the Country in which they live 
provides in its Article 5 that ‘Aliens shall enjoy … the right to retain their own 
language, culture and tradition.’ The 1990 International Convention on the 
Protection of the Rights of All Migrant Workers and Members of Their 
Families puts forth that ‘States of employment shall pursue a policy … aimed 
at facilitating the integration of children of migrant workers in the local 
school system, particularly in respect of teaching them the local language’, 
and ‘the teaching of their mother tongue and culture’; they may furthermore 
‘provide special schemes of education in the mother tongue of children of 
migrant workers’ (Article 45). 
The 1989 Convention on the Rights of the Child sheds light on another aspect 
of the language issue in education. It emphasizes that language also has to 
be considered as an educational value. Article 29 sets up that ‘the education 
of the child shall be directed to… the development of respect for the child’s… 
cultural identity, language and values’. 
 
 
B. UNESCO declarations and conventions 
 
UNESCO´s mandate charges it to deal with language issues. In this sense, 
Article 1 of the UNESCO Constitution sets forth the fundamental principle that 
language should not induce any kind of discrimination: ‘the human rights and 
fundamental freedoms… are affirmed for the peoples of the world, without 
distinction of race, sex, language or religion’. 
More specifically relating to education, the 1960 Convention against 
Discrimination in Education lays down the educational rights of persons 
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belonging to minorities. Article 5 has a particular relevance to the language 
issue as the respective roles of the mother tongue and of the majority 
language are defined: ‘the members of national minorities [have the right] to 
carry on their own educational activities, including… the use or the teaching of 
their own language, provided… that this right is not exercised in a manner 
which prevents the members of these minorities from understanding the 
culture and language of the community as a whole and from participating in 
its activities’. 
The 1976 Recommendation on the Development of Adult Education reinforces 
the role of the mother tongue as it explicitly recommends mother 
tongue instruction and it adopts a broader perspective on language learning: 
‘Article 22.: With regard to ethnic minorities, adult education activities should 
enable them to… educate themselves and their children in their mother 
tongues, develop their own cultures and learn languages other than their 
mother tongues.’ 
The role of the mother tongue in education was also referred to in the 1978 
Declaration on Race and Racial Prejudice that recommends in Article 9 that 
‘steps should be taken to make it possible for [the] children [of population 
groups of foreign origin] to be taught their mother tongue.’ 
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The 1995 Declaration and Integrated Framework of Action on Education for 
Peace, Human Rights and Democracy promotes foreign language learning 
(Article 19) and the ‘respect for the educational rights of persons belonging 
to … minorities, as well as indigenous peoples’ in order to foster understanding 
between communities and nations (Article 29). 
The Universal Declaration on Cultural Diversity, adopted in 2001, likewise 
touches upon the importance of languages for the promotion of cultural 
diversity. Article 6 of the Action Plan for the implementation of the Declaration 
defines the role that languages should play in the field of education including 
respect for the mother tongue, linguistic diversity at all levels of education 
and the promotion of multilingualism from an early age. 
 
C. Outcomes from international conferences 
 
Many of the world summits held in recent years under the auspices of the United 
Nations and following an inter-governmental logic have noted the core importance 
of languages. A case in point is The Beijing Declaration and Platform for 
Action, adopted in 1995 at the Fourth World Conference on Women affirms the 
principle of equal access to education which has to be achieved through the 
elimination 
of ‘discrimination in education at all levels on the basis of … language.’ 
Mother tongue instruction appears to be a recurrent issue. The Delhi 
Declaration and Framework for Action, adopted in 1993 at the Education for 
All Summit, takes an explicit stand on the issue of mother tongue instruction 
by supporting ‘initial instruction in the mother tongue, even if it may in some 
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cases be necessary for the students to subsequently master a national 
language or other language of wider usage if they are to participate effectively 
in the broader society of which they are part.’ The need to acknowledge ‘the 
essential role of the mother tongue for initial instruction’ is also formulated 
in the 1996 Amman Affirmation, the final communiqué of the Mid-Decade 
Meeting of the International Consultative Forum on Education for All. 
The 1997 Hamburg Declaration on Adult Learning, adopted at the Fifth 
International Conference on Adult Education, states the importance of the 
issue for minority groups and indigenous peoples and proposes that ‘the right 
to learn in the mother tongue should be respected and implemented’ (Article 
15). The Vienna Declaration and Programme of Action adopted by the World 
Conference on Human Rights (1993) provides more generally in section I, 
paragraph 19 that the ‘persons belonging to minorities have the right… to use 
their own language in private and in public, freely and without interference or 
any form of discrimination’. 
The 1998 World Declaration on Higher Education for the Twenty-first 
Century: Vision and Action puts forth the importance of multilingualism in 
higher education: in order to encourage international understanding, ‘the 
practice of multilingualism, faculty and student exchange programmes… 
should be an integral part of all higher education systems’ (Article 15). 
In the field of language and education, the recent reports and recommendations 
of the International Conference on Education (ICE) have emphasized 
the importance of mother tongue instruction at the beginning of formal education 
for pedagogical, social and cultural considerations; 
 multilingual education with a view to the preservation of cultural 
identities and the promotion of mobility and dialogue; 
 foreign language learning as part of an intercultural education aiming 
at the promotion of understanding between communities 
and between nations. 
 
UNESCO GUIDELINES ON LANGUAGE AND EDUCATION: Part III 
 
There are certain basic guiding principles which have 
been common to all the documents, agreements and 
recommendations produced throughout the years of 
UNESCO’s mandate for action in this field. These have 
led us to produce a set of guidelines which represent the 
organization’s current approach to language and education 
in the twenty-first century, and which should serve 
to state the position of the international community in 
its various member states. These guidelines are entirely 
based on a review of previous declarations and recommendations, 
and represent the diversity of thinking on 
this complex and challenging issue. 
They are divided into three basic principles: 
 
1.UNESCO supports mother tongue instruction as a means of improving 
educational quality by building upon the knowledge and experience 
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of the learners and teachers. 
2.UNESCO supports bilingual and/or multilingual education at all levels 
of education as a means of promoting both social and gender equality 
and as a key element of linguistically diverse societies. 
3.UNESCO supports language as an essential component of inter-cultural 
education in order to encourage understanding between different 
population groups and ensure respect for fundamental rights. 
A series of more specific orientations corresponds to each of these basic 
principles. 
 
UNESCO GUIDELINES ON LANGUAGE AND EDUCATION: Part III 
 
Principle I 
 
UNESCO supports mother tongue instruction11 as a means 
of improving educational quality by building upon the 
knowledge and experience of the learners and teachers. 
 
(I) Mother tongue instruction is essential for initial instruction and literacy 
 and should ‘be extended to as late a stage in education as possible’: 
 every pupil should begin his [or her] formal education 
     in his [or her] mother tongue’; 
 adult illiterates should make their first steps to literacy through their 
mother tongue, passing on to a second language if they desire and are able if 
a  
given locality has a variety of languages, ways and means should be 
sought ‘to arrange instruction groups by mother tongue’; 
 if mixed groups are unavoidable, instruction should be in the language 
          which gives the least hardship to the bulk of the pupils, and special help 
          should be given those who do not speak the language of instruction’. 
(II) Literacy can only be maintained if there is an adequate supply of reading 
          material, for adolescents and adults as well as for school children, and 
          for entertainment as well as for study’: 
 The production and distribution of teaching materials and learning resources 
           and any other reading materials in mother tongues should be promoted. 
(III) With regard to teacher training and mother tongue instruction: ‘All 
          educational planning should include at each stage early provision for the 
training, and further training, of sufficient numbers of fully competent and 
qualified teachers of the country concerned who are familiar with the life of 
their people and able to teach in the mother tongue. 
 
Principle II 
 
UNESCO supports bilingual and/or multilingual education at all levels of 
education22 as a means of promoting both social and gender equality and 
as a key element of linguistically 
diverse societies. 
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(I) ‘Communication, expression and the capacity to listen and dialogue [should 
be encouraged], first of all in the mother tongue, then, [if the mother tongue is 
different from the official or national language,] in the official [or national] 
language in the country, as well as in one or more foreign languages through: 
 the early acquisition… of a second language in addition to the mother 
tongue’; 
 the introduction of ‘the second language… as a subject of instruction the 
amount 
of which ‘should be increased gradually’ and which should not become 
the medium of instruction ‘until the pupils are sufficiently familiar with it 
 further education in this second language at primary-school level based on 
its use as a medium of instruction, thus using two languages for the 
acquisition of knowledge throughout the school course up to university level; 
 intensive and trans-disciplinary learning of at least a third… language 
in secondary school, so that when pupils leave school they have a working 
knowledge of three languages – which should represent the normal range 
of practical linguistic skills in the twenty-first century’. 
(II) International exchanges of primary- and secondary-school teachers 
[should be promoted] for teaching their subjects in schools in other 
countries, using their own languages and thus enabling their pupils to 
acquire both knowledge and linguistic skills’. 
(III) Emphasis should be given to the formulation of ‘strong national policies 
designed to promote… language teaching in cyberspace [and the 
strengthening 
and extension of] international support and assistance to developing 
countries to facilitate the development of freely accessible materials on 
language education in the electronic form and to the enhancement of human 
capital skills in this area’. 
 
UNESCO GUIDELINES ON LANGUAGE AND EDUCATION: Part III 
 
Principle III 
 
UNESCO supports language as an essential component of inter-cultural 
education in order to encourage understanding between different 
population groups and ensure respect for fundamental rights. 
 
(I) Measures should be taken ‘to eliminate discrimination in education at all 
levels on the basis of gender, race, language, religion, national origin, age 
or disability or any other form of discrimination’. 
(II) The ‘educational rights of persons belonging to … minorities, as well as 
indigenous peoples’ should be fully respected, through: 
 the implementation of ‘the right to learn in the mother tongue’ 
and the ‘full use of culturally appropriate teaching methods 
of communication and transmission of knowledge’; 
 the teaching of and through, not only the mother tongue, 
but also the national or official languages, as well as global languages 
of communication, so that minority and indigenous peoples have 
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           the opportunity to participate in and contribute to the larger community. 
(III) Education should raise ‘awareness of the positive value of cultural [and 
          linguistic] diversity’, and to this end: 
 curriculum [should be reformed] to promote a realistic and positive 
inclusion of the minority [or indigenous] history, culture, language 
and identity’. 
 the cultural component of language teaching and learning should be 
strengthened in order to gain a deeper understanding of other cultures; 
 languages should not be simple linguistic exercises, but opportunities 
to reflect on other ways of life, other literatures, other customs’. 
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